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Abstract 
 
Donohue and Bornman (2014a) purport that most children with disabilities and 
learning difficulties in South-Africa are not allowed into mainstream schools by some 
of education authorities while others are subjected to poor support. This sort of 
practice underscores that non-hegemonic identities other than abled mainstream 
identities are subjected to othering and navigate on the periphery of schools. This 
situation prevails despite the implementation of inclusive education nearly three 
decades ago (DBE, 2001) that bars any form of discrimination regardless of 
(dis)abilities, background or challenges. Among the core tenets of inclusive education 
is to prepare young people for an inclusive society White Paper 6 (DBE, 2001). 
Although same-sex sexual orientations in its nature is not a challenge, repressive 
school responses towards sexual identities other than heterosexuality has created 
discrimination, vilification and spoiled identities of such learners. As a result, school 
youth with same-sex sexual orientations are side-lined and their learning opportunities 
are compromised (Brown, 2017). Schools are largely unresponsive to complaints 
about these oppressive experiences and teachers are found to be among the main 
perpetrators of homophobic violence (Francis, 2010; DePalma & Francis, 2014b; 
Rothmann & Simmonds, 2015; Brown & Diale, 2017). These poignant realities are 
juxtaposing the notion of care and support as advocated by the policy of inclusive 
education (IE) that aims for no child to be left behind (DBE, 2001).  
Inclusive education in South Africa is built on the foundations of social justice 
(Muthukrishna, 2008) therefore all efforts should be employed to create an enabling 
learning environment for the diverse learner population. Schooling systems in South 
Africa are committed to implementing inclusive education through platforms of support 
and care for example, the School-Based Support Team (SBST). The unfortunate 
reality is that not all SBSTs are adequately capacitated to respond to the diverse needs 
that may arise in schools (Rulwa-Mnatwana, 2014). The challenge in South Africa is 
that SBSTs mainly focus on special needs and learning difficulties that arise from 
cognitively developmental challenges (Porteus, 2008). There is a need to explore how 
systemic and environmental factors result in barriers to learning (Muthukrishna, 2008) 
and how school responds to such. I earlier raised the concern that schools are nature 
heteronormative in practice and culture (Francis, 2017). Subsequently any alternative 
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expressions to heteronormativity face antagonism (Msibi, 2012; Rothmann & 
Simmonds, 2015 Brown & Diale, 2017). This is a mirror depiction of the widespread 
hopeless realities to same-sex sexual orientations in the broader South African society 
(Sutherland, Roberts, Gabriel, Struwig & Gordon, 2016). As a unit of care and support, 
the SBST is mandated to provide a safe, inclusive and enabling learning environment 
to all its learners, including learners who express through non-heteronormative sexual 
orientations and gender expressions.  
Keywords: Perceptions, Responses, School-Based Support Teams, Gender, Sexual 
Diversity 
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CHAPTER 1 
 
1. BACKGROUND AND RATIONALE 
 
1.1 INTRODUCTION 
“I am lesbian and was told I couldn’t enrol at a convent school in 
Florida, Johannesburg because of my sexuality. The principal told me 
there was nothing we could do about it because it was a private school. 
So, I decided to apply for boarding school in Port Elizabeth. I got 
accepted, but when applying to stay at the school’s hostel, the 
headmistress said something along the long lines of, ‘We can’t have 
the whole of Motherwell [township] here.’ It hurt. – Neo” (Baepi. 
(Vallabhjee, 2016, p. 4). 
This statement is from a learner whose daily life was affected because of institutional 
prejudice towards sexualities that are other than the preferred and privileged 
heterosexuality. Two decades after the recognition and affirmation of same-sex sexuality 
in the South African Constitution (RSA, 1996), school youth with same-sex sexual 
identities are still subjected to the denial and violation of their full rights as South African 
citizens and human rights in general. Schools as a microcosm of the South African society 
is to emulate values of respect for diversity, social justice, equality, equity, access and 
democracy as inscribed in its constitutional ideals (Rothmann & Simmonds, 2015). 
Inclusive education, permeated by the newly embarked democracy, was adopted in 1994 
after transitioning from a system that was marked by discrimination, inequality as well as 
dehumanisation of non-hegemonic identities (Muthikrishna, 2008; DBE, 2001). 
Muthukrishna (2002) explains that the various policy documents such as (the Bill of 
Rights, the Children’s Act, the Schools Act, etc) that have emerged have stressed the 
principles of human rights including social justice and the right to a basic education for 
everyone, equality of opportunity and redress of past educational inequalities. Those 
identities were based on race, religion, gender and sexuality (Rulwa-Mnatwana, 2014, 
p.1). Inclusive education is an approach that considers every school learner to have the 
right to education regardless of his/her background (Mpya, 2007, p. 6). It acknowledges 
the diversity of its learner population, differences in learning styles and needs. The 
objectives of an inclusive school environment are to be sufficiently flexible, supportive 
and co-operative to accommodate the diversity of all stakeholders within the education 
system to support an enabling learning environment (Donohue and Bornman (2014a).  
Inclusion also refers to the construction of education systems that enable the process of 
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teaching and learning practices as well as policies that encourage the rights of learners 
who experience barriers to learning (Potgieter-Groot, Visser, & Beer, 2016). Walping 
(2016) purports that if inclusive education is to promote a supportive environment to every 
learner at school then learners with same-sex sexual orientations should equally be 
affirmed, protected and supported. Malins (2015, p. 16) believes that inclusive education 
is a practice that advocates gestures where mutual respect is promoted and differences 
in people are embraced. It allows children to learn together in the same classroom, using 
appropriate materials that address their various needs, participating in the same lessons 
in order to foster values that affirm differences. Inclusive education is the process of 
increasing the participation of all in learning and development and reducing the exclusion 
of any learners from the curriculum, cultures and communities of the neighbourhood 
mainstream centres of learning (Rulwa-Mnatwana, 2014, p. 1). It acknowledges the 
diversity of learner population differences in learning styles, needs objectives, expression 
and identities (Donohue and Bornman, 2014a). 
In this chapter, I provide a background of young people’s schooling experiences within a 
South African context of inclusive education and school responses to the often-abhorred 
non-normative sexual identity expressions. This chapter also provides the purpose of this 
study, the research questions, the research objectives as well as clarification of 
terminology and concepts used in the study. 
1.2 REALITIES FACED BY LEARNERS WITH SAME-SEX SEXUAL ORIENTATION IN 
SOUTH AFRICAN SCHOOLS 
1.2.1 Young people with same-sex sexuality and sexual orientation in schools 
“The state may not unfairly discriminate directly or indirectly against 
anyone including race, gender, sex, pregnancy, marital status, 
ethnic or social origin, colour, sexual orientation, age, disability, 
religion, conscience, belief, culture, language and birth” (RSA, 
1996, p.19). 
Msibi (2012) argues that despite South Africa’s education system claiming to embrace a 
policy of inclusive education that is non-discriminatory to any individual in the school 
system, learners with expressive same-sex sexual orientations experience homophobia, 
discrimination, lack of respect and violation of their constitutional rights. Irrespective of 
the Constitution of South Africa as quoted above, which protects learners with same-sex 
sexual orientations, they are still discriminated against and dehumanised in education 
systems (Francis, 2017). In another publication Msibi (2014, p. 388) explains that even 
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textbooks which are meant to introduce sexual and gender diversity issues are often 
blind to such issues or present them in less than affirming ways. Sexual orientation refers 
to whether a person’s physical and emotional attraction is towards people of the same 
or opposite sex and it does not necessarily mean he/she has to be sexually active to be 
associated with a particular sexual orientation (Kaufman, 2008). With the above said, 
sexual orientation refers to the way in which the individual feels about his/her sexual 
desires and sexual satisfactions. In South Africa about 10% of both black and white youth 
experience same-sex attraction with most of them discovering their attraction around 
puberty (DePalma & Francis, 2014b). Heterosexuality, which is valorised as the norm 
and the dominant sexual orientation in society, is largely institutionalised and normalised. 
Heterosexuals are found to use such privileges to ‘other’, oppress and label alternative 
sexualities as deviant and evil (Kumashiro, 2001; Msibi, 2012; Francis, 2017). A lack of 
knowledge that often translates into stereotypical views among many South African 
communities towards people with same-sex sexual orientations render them to 
victimhood, discrimination and violence (Sutherland, et al., 2016). The situation is no 
different in schools (Msibi, 2012; Bhana, 2014; Brown & Diale, 2017; Francis, 2017) 
where young people are vilified, discriminated against, experience emotional and 
physical violence and are denied learning opportunities.  
1.2.2 Barriers to learning and same-sex sexual orientation 
“Barriers to learning exist primarily within the learning system, and 
the language in use in our policy papers” (DOE, 2001, p. 4). 
Barriers to learning can be referred to anything that prevents the learner from being able 
to learn well, and a learner can experience one or more barriers to learning throughout 
his/her education. Barriers to learning refers to complications that arise inside the 
education system as a whole, the learning site and/or within the learner him/herself, which 
stops him/her from accessing learning and development (DBE, 2010). According to 
Potgieter-Groot et al. (2016) teachers are often not trained or equipped to deal with the 
variety of barriers to learning that learners may experience in an inclusive classroom 
environment. This inability to respond to inclusive ideals exacerbate learning challenges 
and further compromise the chances of being successful in schools (Makoelle, 2014). It 
is worth saying that schools already are faced with various challenges such as 
overcrowded classrooms, poor facilities, lack of resources as well low parental 
involvement (Engelbrecht, 2004). Teachers’ inability to deal with learners who fall behind 
in learning because of environmental and medical barriers is a serious concern for the 
 4 
 
future of many young people (Muthukrishna, 2008). The majority of South African learners 
in most schools emanate from previously disadvantaged communities and are in need of 
inclusive approaches to learning (Muthukrishna, 2008). The historical remnants of poor 
socio-economic conditions, inequality, inadequate infrastructure and training still creates 
pressure on the education system to respond to learners who are at risk (Landsberg, 
Kruger & Nel, 2005). For inclusive education to be well implemented it needs urgent 
consideration from policymakers, universities, teachers and all other stakeholders as 
teachers tend to spend too much time managing learner’s behaviour such as disruptive 
behaviour, aggression, vandalism, withdrawal and depression (Potgieter-Groot et al., 
2016). The lack of teacher training with regard to inclusive education leads to jeopardising 
the teaching and learning process and teachers become frustrated, stressed and 
demotivated (Muthukrishna, 2008). Teachers need to be empowered with knowledge and 
strategies to adequately respond to barriers to learning. It is critical that a well-established 
support system is in place that creates optimal learning opportunities regardless of 
conditions and backgrounds of children (DBE, 2001). 
1.3  SCHOOL-BASED SUPPORT TEAMS 
Masango (2013) highlights that one of the most progressive approaches in implementing 
inclusive education in South Africa was through establishment of the SBSTs. He explains 
that the role of a School-Based Support Team (SBST) is to guide and support the cause 
of change by drawing together the resources that must be in place to help both learners 
and teachers for optimal teaching and learning opportunities. Van der Voort and Wood 
(2016, p. 2) argue that the aims of SBST is to improve all aspects pertained to learning 
within schools. The SBST should involve all the members of the school community such 
as parents, learners and the School Governing Body (SGB). 
They have to ensure that parents, educators, and the community members understand 
inclusive education in order to provide improved support for optimal learning and 
development of young people who experience difficulties or barriers in schools (Masango, 
2013, p. 25). Rulwa-Mnatwana (2014) states that the primary functions of the SBST are: 
• The coordination of learner, educator and curriculum development and support in 
schools; 
• The identification of school needs and aspects contributing to barriers to learning; 
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• Development of intervention strategies to address the needs and barriers to 
learning; 
• Monitoring and evaluation of the intervention strategies implemented by the 
school; 
• Networking with other schools in the project to form school clusters to share 
expertise, material; human resources; plan joint programmes; facilitate whole 
school development and school-based teacher development programmes 
facilitate the ongoing analysis and identification of barriers to learning and 
participation facilitate processes to address and minimise barriers to participation. 
Rulwa-Mnatwana (2014) believes that the SBST is also expected to provide direct and 
indirect support to class teachers and learners to avoid the need to refer learners to 
special services. The overarching purpose of the SBST is to address the academic and 
human agency of learners. SBSTs should also support and provide teachers with the 
necessary material and strategies to deal with learners experiencing barriers to learning.  
Ungar (2011) states that children’s positive outcomes are mostly the results of facilitative 
environments that provide children with the potential to do well. Ungar (2014) argues that, 
for an individual to overcome the challenges he/she must express optimism, empathy, 
insight, intellectual competence, self-esteem, direction or mission, determination and 
perseverance. Without this it would be difficult for a learner to cope with the school 
environment. In hindsight, it seems critical for schools to respond to the youth with same-
sex sexual orientations. Opportunities within the school environment should be 
established to aid learners’ resilience so that they can confidently confront challenges 
and academic difficulties. Ungar (2014) further points out that support teams in schools 
should be able to establish emotional management skills, interpersonal social skills, 
intrapersonal reflective skills, academic skills, job skills, ability to restore self-esteem, 
planning skills, life skills, and problem-solving skills for both learners and teachers. These 
critical considerations, he argues will foster resilience and reduce vulnerable individuals 
like youth with same-sex sexual orientation to fall through the safety net of education. 
1.4  PROBLEM STATEMENT 
The South African Constitution has been lauded for recognising the rights of people to full 
citizenship irrespective of sexual orientation (Potgieter & Reygan, 2012, p. 39). This 
affirmation and protection widens the notion of an inclusive society and subsequently 
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considerations for inclusive education in South-African schools (Muthukrishna, 2008). 
Despite this progressive transformation landmark, the South African society is still 
strongly dissonant towards sexualities other than heterosexuality (Sutherland et al., 
2016). Schools too are found to be unresponsive to non-heteronormative sexualities and 
the realities for young people with same-sex sexual orientations that are marked with 
discrimination, violence, isolation and neglect in schools (Francis, 2017). If the notion of 
inclusive education is to provide an education system that caters for all learners 
regardless of their background or abilities (DOE, 2001) then the schooling system in 
South Africa is compelled to provide a safe learning environment for school youth with 
same-sex sexual orientations. The SBSTs as one of the platforms to implement a 
supportive structure for at-risk learners will have to respond to the needs of school youth 
with same-sex sexual orientations. I am however not comfortable with a narrow medical 
focus functioning in a rather heteronormative environment, how they would respond to 
care and support for school youth with same-sex sexual orientations. These concerns 
motivate me to explore how SBSTs in their mandate to create a supportive learning 
environment to all learners respond to same-sex sexual orientations. 
1.5  RESEARCH QUESTIONS  
A research question guides the sourcing of suitable scholarly resources and the choices 
made around data generation (Maree, 2007). A research question is the cornerstone of 
good research and has the characteristics of being concise, clear, executable, open-
ended, elegant, timely, and theoretically rich; has puzzle features; is self-explanatory; and 
is grammatically correct (Maree 2007).  
Based on the above discussions, this study asks the following main and secondary 
research questions. 
1.5.1. Main research question 
How do School-Based Support Teams perceive same-sex sexual orientations and 
respond to the needs of learners with same-sex sexual orientations? 
1.5.2. Secondary research questions 
How do teachers in School Based Support Teams perceive same-sex sexual 
orientations? 
How do teachers in School Based Support Teams respond to issues of same-sex sexual 
orientations in secondary schools? 
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What are the needs of teachers in School Based Support Teams to create an enabling 
and supportive learning environment for school youth with same-sex sexual orientations? 
1.6  PURPOSE OF THE STUDY AND RESEARCH AIMS 
The purpose of this study is:  
• To find out the use of SBSTs in relation to inclusive education and how to assist in 
making sure that inclusive education is implemented in such a way that all learners 
can feel the same and be treated equally. 
• To explore the perceptions of teachers in SBSTs’ perceptions towards same-sex 
sexual orientation in schools. 
• To identify responses of teachers in SBSTs towards learners with same-sex sexual 
orientations 
• To determine the needs of teachers in SBSTs to create an enabling and supportive 
learning environment 
1.7  CLARIFICATION OF CONCEPTS 
Taking into consideration the purpose of this study, the word learner refers to someone 
who is studying at a secondary school and is being taught by different teachers (Quintana, 
Krajcik, & Soloway, 2000). 
 
Inclusive education: For the purpose of this study inclusive education refers to the idea 
that all learners attend and are welcomed by their neighbourhood schools in age-
appropriate, regular classes and are supported to learn, contribute and participate in all 
aspects of the life of the school regardless of their sexual orientation (Artiles, Kozleski, 
Dorn, & Christensen, 2006). Inclusive education gives each learner an opportunity to 
learn in a mainstream school regardless of any challenges or disability he/she might have 
(Florian, 2005).  
 
Perception: For the purpose of this study perception is defined as an act of being 
aware of one’s environment through physical sensation, which denotes an individual’s 
ability to understand (Hague, 2001). Perception also refers to the process of interpreting 
information about another person or a phenomenon.  
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Barriers to learning: Francis & Muthukrishna (2004) refers to barriers to learning as 
factors that lead to the inability of the system to accommodate diversity, causing learning 
breakdown and preventing learners from gaining access to equal education. 
 
Same-sex sexual orientations: Greggory (2000) Refer to same-sex sexual orientation 
as the sexual attractions between two people of the same gender. 
 
Heteronormativity: Hofstatter (2005) believes that the word heteronormativity refers to 
an interdependence of gender and sexuality which defines gender as a binary category 
and naturalises sexual attraction as directed at the oppositional gender. He further argues 
that the term heteronormativity originates from queer theory as a critique of feminist 
movements and theories reproducing and reifying gender as a binary category and a 
heterosexual norm. 
School-Based Support Teams (SBSTs): Is referred to a team that is meant to meet 
regularly in assisting classroom and/or subject teachers to grow and implement 
instructional approaches that support learners as well as teachers (Rulwa-Mnatwana, 
2014).  
1.8 THEORETICAL FRAMEWORK 
Maree (2007) explains that numerous research studies have been conducted to try to 
understand the connection between discrimination, academic performance, 
psychological and the physical well-being of learners. This study aims to find out the 
responsibilities of the SBSTs and how they help learners who are facing challenges in the 
school, such as learners with same-sex sexual orientations who are being discriminated 
against. For the purpose of this study two theories will be taken into consideration, which 
are self-efficacy and the queer theory.  
1.8.1 Teacher self-efficacy theory 
Bandura (1994) defines teacher self-efficacy theory as people's belief about their abilities 
to produce designated levels of performance that exercise influence over events that 
affect their lives. He further believes that self-efficacy determines how teachers feel, think, 
motivate themselves and behave. Setlhare, Wood and Meyer (2016) explain teacher self-
efficacy as the belief in one’s ability to successfully perform a particular behaviour or task. 
A resilient sense of efficacy requires experience in overcoming obstacles through 
perseverance and effort. Self-efficacy plays a key role in the self-regulation of motivation 
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for an individual or group of people. Kurbanoglu, Akkoyunlu and Umay (2014) explain that 
teacher with a high self-efficacy perception expect to succeed and will persevere in an 
activity until it is completed. Teachers with low self-efficacy perception, anticipate failure 
and are less likely to persist in doing challenging activities. Bandura, (1994) is of the view 
that self-efficacy regulates human functioning through cognitive, motivational affective, 
and decisional processes. Bandura, (1994) further states that self-efficacy gives 
individuals positive ways on how well they motivate themselves when they are faced with 
difficulties and how they can assist those who are in need. 
1.8.2 Queer theory 
Dilley (1999) argues that the queer theory is not only about the study of people whose 
sex lives are not heterosexual, it is about questioning the presumptions, values, and 
viewpoints from those positions (marginal and central). Tyler and Cohen (2008, p.117) 
explain that the queer theory problematises essentialist identity categories and represents 
a radical opposition to hegemonic normativity that is to dominant norms shaping the 
conferment or denial of recognition. Msibi, (2012) argues that queer approaches lead to 
questions and assumption that homosexual behaviour and identity can be collapsed, or 
that one can serve as a valid ontology for the other. Butler and Astbury (2004) believe 
that gender is the apparatus by which the production and normalisation of masculinity 
and femininity take place along with the interstitial forms of hormonal in which gender 
assumes. Dilley (1999) points out that the queer theory represents a change from how 
and why the experiences of non-heterosexual people are studied, by shifting theory away 
from its present grounding identity concepts of a culture. Dilley further argues that queer 
theory should remind us that we are inhabited always by states of desire that exceed our 
capacity to name them. The queer theory therefore troubles perceptions of normalcy as 
a structure and as a pedagogy (Dilley, 1999). Dilley (1999) further highlights three beliefs 
of queer theory that need to be looked at: 
• Examination of lives and experiences of those considered non-heterosexual;  
• Comparison of those lived experiences with lived experiences considered normal 
and 
• Examination of how and why those lives and experiences are considered outside 
of the norm. 
Nelson (1999) argues that whereas sexuality theories focus primarily on lesbian and gay 
people, queer theory is interested in how the “homo/heterosexual binary definition” 
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shapes the lives of people across the spectrum of sexualities. Nelson believes that queer 
theory also provides a more flexible, open-ended framework for facilitating inquiry, 
particularly within the intercultural context. Nelson’s (1999) queer theory gives positive 
direction to the following:  
• Acknowledging that the domain of sexual identity may be important to a range of 
people for a range of reasons;  
• Examining not only subordinate sexual identities but also the dominant one(s);  
• Looking at different ways of producing and reading sexual identities in various 
cultural contexts and discourses;  
• Identifying; prevailing, competing and changing cultural norms that pertain to 
sexual identities. 
• Exploring problematic and positive aspects of this identity domain. 
 
This study seeks to find perceptions and responses of SBSTs towards same-sex sexualities in 
schools. For the purpose of this study two theories are used namely self-efficacy theory and queer 
theory. Self-efficacy theory will help to find out beliefs of individuals in the situation in which they 
find themselves and how the individual copes with the situation. On the other hand, queer theory 
is concerned about learners with the same-sex sexuality and how compulsory heteronormativity 
schools should be troubled to include diverse sexual expressions. Both self-efficacy theory and 
queer theory will enable teachers and learners to look at same-sex sexuality in a transformed way, 
to help those who are systemically oppressed because of their same-sex sexual orientation. 
1.9 ORGANISATION OF CHAPTERS 
Chapter 1: In this chapter the introduction and the background of the study is given. What 
is expected in this study is highlighted. With that being said the following rationale, 
problem statement, research questions and aims are discussed in the chapter. 
Theoretical informing the research is briefly discussed. Research paradigm that will give 
direction to the study is explained according to research methodology and design. Data 
collection, sampling, and data analysis are also given and explained. The chapter is 
concluded with a discussion of trustworthiness and ethical considerations. 
Chapter 2: Will provide a detailed explanation of the theoretical framework that will guide 
this research and review of literature. 
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Chapter 3: Analysis of the finding is be presented and analysis of the findings of the study 
will be provided. 
Chapter 4: Provides a discussion of the results in the context of existing literature. This 
chapter will be concluded with the summary, limitations, and recommendations for future 
research to be conducted.   
1.10 CONCLUSION  
This chapter provides an orientation of the study. The most critical aspect in this chapter 
was to provide a clear purpose and motivation for the study. In this chapter, I provided an 
appropriate understanding of what this study is all about, as well understanding on issues 
of same-sex sexual orientations pertaining to school youth and academic performance of 
the learners. I have also discussed the methodology to be considered in this study. 
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CHAPTER 2 
 
2. LITERATURE REVIEW & THEORETICAL FRAMEWORK 
2.1. INTRODUCTION 
Botha (2010) defines school as an official establishment that facilitates formal teaching 
and learning. It prepares learners for future challenges as well being responsible citizens 
of tomorrow. Positioning school in this manner is justified by the fact that as an institution 
of learning, it basically shapes and grooms the type, as well as the quality of individuals 
that are to inhabit and potentially run various aspects of society in the foreseeable future 
(Botha, 2010). As an educational institution, the primary mission of any school is to 
administer teaching and learning that achieves the best academic competencies possible; 
and to have invested in its learners the necessary content knowledge, skills and virtues 
to be responsible citizen in the society (Mouton, Louw & Strydom, 2012). Potgieter and 
Reygan (2012) however state that a school, more than its academic mission, is a place 
where learners learn about each other and about relationship to others and become 
cognisant of both differences and similarities that they have. 
Normally school host a magnitude of individual learners representing a variety of social 
and personal contexts. Schools represent a metaphorical web of individuals displaying 
distinct personalities, belief dynamics, ethnicities, as well as other internal characters that 
stem from their respective social backgrounds within a complex social setting 
(Mfuthwana, 2016). It is these complexities that pose an operational challenge to many 
South African schools in terms of inclusivity and individualistic quality assurance (Mouton 
et al., 2012). The education system should empower, develop and encourage the youth 
to aspire to holistic eminence. Brown (2017) establishes that schools should facilitate the 
virtues of equality and harmony. Moreover, learners should be afforded the opportunity 
to embrace their uniqueness and celebrate their similarities (Bhana, 2014). Potgieter and 
Reygan (2012) complement this view that when people recognise, accept and embrace 
differences, full citizenship will therefore emanate. Full citizenship refers to the way 
through which people organise their values and beliefs in relation to interpersonal rights 
(Spiro, 2013), as well as practices based on their sense of cultural belonging and respect 
towards others (Bhana, 2014). Full citizenship is guided by universal human rights in 
which everyone is perceived as equal regardless of gender identity, religious beliefs, race 
and sexual orientation (Potgieter & Reygan, 2012; Bhana, 2014).  
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The Constitution of the Republic of South Africa (DOJ, 1996) recognises the basic human 
rights that all human beings should be promoted and all humans should also be treated 
with respect and dignity despite their differences. Msibi (2012) and Spiro (2013) share the 
same sentiments regarding this matter. They argue that human rights should promote 
equality, freedom and human dignity for all, including sexual minorities (Msibi, 2012). 
Therefore, a school as a microcosm of the broader South African social system, should 
emulate these same values (Rothman & Simmonds, 2015). 
One of the strategies implemented by the Department of Basic Education (DBE) to 
address the discrimination against people with same-sex sexual orientation was to 
introduce Life Orientation (LO) as a learning area in schools (Potgieter & Reygan, 2012). 
DePalma and Francis (2014a) highlight that Life Orientation was to address skills, 
knowledge, and values that will enable young people to embrace and respond to diversity 
in and around the school community. It is inevitable that sexual diversity would be 
inclusive of the various affirmed identities in the social realities of South Africa. According 
to the Curriculum and Assessment Policy Statement (CAPS), LO is a learning area that 
is designed to provide awareness of the principle of equality, including the basis of sexual 
orientation (DBE, 2011). Rooth (2005) argues that curricular content of LO should include 
rights and responsibilities in relationships and gender equality in an attempt to address 
serious social problems, including discrimination on the basis of sexual orientation. 
However, this is not the case in many schools, as most teachers actively disassociate 
themselves from content delivery relating to sexual orientation (DePalma & Francis, 
2014a).  
In relation to the above discussion, this chapter strives to achieve an understanding of how schools, 
through their various units of support can provide a safe, inclusive and enabling learning 
environment for the school youth with same-sex sexual orientations. The latter part draws on the 
perceptions and responses of School-Based Support Teams (SBSTs) towards learners with 
same-sex sexual orientation. The SBST has a mandatory responsibility to address the various 
forms of barriers to learning found in schools, a discussion that I will discuss in more detail later in 
this chapter. 
Since this study seeks to explore the perceptions and responses of SBSTs, it is guided 
by the following research questions. These questions directed through existing literature 
regarding SBSTs and sexual diversity studies within the school context. 
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Primary research question:  
How do School-Based Support Teams perceive same-sex sexual orientations and 
respond to the needs of learners with same-sex sexual orientations? 
Secondary research questions: 
 How do teachers in School-Based Support Teams perceive same-sex sexual 
orientation? 
 How do teachers in School-Based Support Teams respond to issues of same-sex 
sexual orientations in secondary schools? 
 What are the needs of teachers in School-Based Support Teams to create an 
enabling and supportive learning environment for school youth with same-sex 
sexual orientations? 
2.2. SEXUAL DIVERSITY IN SOUTH AFRICA 
Thani (2016) refers to sexual diversity as something that is beyond biological and binary 
notions of male and female. She explains sexual diversity as related to a life-style of 
sexual and romantic attraction that someone spontaneously develops for another person 
of the same sex. 
2.2.1. The implication of policies in a democratic South Africa 
With the dawn of 1994, the world witnessed the disbandment of a racially discriminatory 
political era in South Africa, termed Apartheid. The Apartheid legal system operated by 
way of a pre-established racial hierarchy in which Whites (Europeans) occupied the apex, 
followed by Indians, then Coloureds, and the bottom position in the hierarchy was 
reserved for Blacks (Africans) (Beck, 2000). This meant that social and political privilege 
was defined by one’s position on the hierarchy, which in turn depended on one’s race. 
This policy was designed to segregate and oppress the majority of South African citizens 
by offering unequal rights, unequal opportunities and restricting movement (Beck, 2000). 
These laws stretched beyond race and also affected aspects of sexuality (Francis & 
Reygan, 2016; Brown 2018). The Bill of Rights in the Constitution contributed positively 
towards individuals who identified with non-heterosexual sexual minorities in the South 
African education (De Vos, 2015). Msibi (2011) and Bhana (2012) state that even though 
the Constitution mandates the state to respect, promote, protect and fulfil all human rights 
(section 7) in redressing imbalances of the past through social transformation and social 
justice, gaps such as discrimination based on sexual orientation are still prevalent in 
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South African society. The education system has been negligent in enforcing legislation 
to practically ensure equality among learners in schools with regards to sexual 
orientations (Msibi, 2011; Thani, 2016). Research has shown that young people with a 
same-sex sexual orientation in South Africa are overtly discriminated against, despite the 
binding constitutional values of equality and respect for human rights (Msibi, 2011; Msibi 
2012; Brown & Diale, 2017; Brown, 2018).  
As part of the transformation in education Curriculum 2005 was introduced to redress the 
inequalities of the past in the education system (Rooth, 2005).  
Rooth (2005) further explains that the introduction of the National Curriculum Statement 
(NCS) document was aimed at guiding and equipping learners with the necessary 
knowledge, skills and virtues to survive in a democratic society, in which equality is 
promoted and practiced by all; for all. Cross, Mungadl and Rouhani (2002) argue that in 
order to achieve policy goals, the community (and other relevant stakeholders such as 
teachers, learners and parents) is expected to actively involve themselves in school-
related activities. District offices should work hand in hand with schools in order to ensure 
that schools improve their performance so that learners can access quality education as 
well as provide the necessary support to the teachers (Makhalemele & Nel, 2015). Msibi 
(2011) argues that the above-mentioned policies were introduced to address the 
inequality experienced by learners in general, and those with same-sex sexualities are 
meant to automatically benefit. 
Stakeholders in education should prioritise the establishment of a conducive schooling 
environment because policy change alone is not good enough to reverse the impact of 
injustice (Ainscow, 2004). With regards to sexual diversity, DePalma and Francis (2014b) 
suggests that the policies should prepare teachers in such a way that it prepares them to 
create an inclusive and safe learning environment for learners who identify with diverse 
sexual diversity orientations. The reality is that the Curriculum and Assessment Policy 
Statement (CAPS) for Grades 7 to 12 is silent in its reference to sexual diversity (DePalma 
& Francis, 2014a). 
 
2.2.2. Experiences of learners with same-sex sexual orientations at schools 
Literature over the past two decades in South Africa shows that learners with same-sex 
sexual orientations experienced physical and emotional abuse by the community during 
the Apartheid era (Butler et al., 2003; Francis, 2017; Matolino, 2017; Brown, 2018). 
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Among the main perpetrators were teachers who brandish non-heterosexual expressions 
as un-African and against God, or those who lacked knowledge about Africanism (Francis 
& Msibi, 2011). Non-heterosexual learners continue to experience verbal and physical 
violence (Msibi, 2012). It is concerning to learn of the unsafe, degrading, and non-
conducive circumstances these margins of learners are subjected to in modern day 
schooling. School youth who express qualities of same-sex sexual orientations seem to 
be one of the most stigmatised groups and they are faced with the challenge of forming 
enduring and continuing relationships against the everyday experience of discrimination 
from their immediate societies (Msibi, 2012).  
2.3. TRANSFORMATION OF EDUCATION AFTER THE APARTHEID ERA IN 
SOUTH AFRICA 
“Everyone has the right to receive education in the official language or 
languages of their choice in public educational institutions where that 
education is reasonably practicable. In order to ensure the effective 
access to, and implementation of, this right, the state must consider 
all reasonable educational alternatives, including single medium 
institutions, considering: (a) equity; (b) practicability; and (c) the need 
to redress the results of past racially discriminatory laws and 
practices” (DOJ, 1996, p. 23). 
 
Based on the above extract from the Constitution of South Africa and previously 
discussed sections of this literature study, it has been established that the education 
system had to go through rigorous changes in the post-Apartheid era to make provision 
for its policies to be consistent with the standard principles of the supremacy of the 
Constitution in shaping society. Francis and Brown (2017) point out that South Africa is 
one of the few African countries that developed a constitution that promotes exclusive 
and equal rights for all of its members of society irrespective of gender and sexual 
diversity. Transformative constitutionalism is an abstract, yet practical concept that entails 
the utilization of the main constitutional values of equality, freedom and human dignity to 
implicate the South African legal system in transforming society and catalysing the 
processes within social justice and gear mutual prosperity for South Africans (Bauling, 
2017).  
Transformative education, being a vital part of transformative constitutionalism, 
necessitates for new policy documents in the education domain to take cognisance of 
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basic human rights and the equitability across all social-dynamics, including non-
heterosexual individuals in society (Engelbrecht, 2006).  
The Department of Basic Education (2011, p. 4) recommended that transformation should 
occur on the following aspects:  
• Social transformation: ensuring that the educational imbalances of the past are 
redressed, and that equal educational opportunities are provided for all sections of 
the population; 
• Human rights, inclusivity, environmental and social justice: infusing the 
principles and practices of social and environmental justice and human rights as 
defined in the Constitution of the Republic of South Africa. The National Curriculum 
Statement Grades R-12 is sensitive to issues of diversity such as poverty, 
inequality, race, gender, language, age, disability and other factors.  
 
Waghid (2002) supports these statements claiming that they have the potential to address 
the imbalances brought about by the Apartheid system and will encourage inclusion in 
schools. Engelbrecht (2006) posits that the concept of inclusion embraces democratic 
values such as equality, human rights and recognition of diversity in South Africa. White 
Paper 6 (DOE, 2001) was introduced as one of many initiatives that aimed to address 
residual imbalances from the past. It responds by promoting the need for support services 
in education and training. This document stipulate that all learners require urgent support 
and that the education system should meet the needs of all learners; fostering attitudes, 
behaviour, teaching methods and transforming learning environments to meet the needs 
of all learners irrespective of their sexual orientation. Masango, (2013) explains that White 
Paper 6 was introduced as one of the tools to ensure inclusive education and enable bias-
free participation that is effective in a free society irrespective of contextual factors.  
2.4. SCHOOL AS MICROCOSM OF SOCIETY 
2.4.1.  Sexual diversity in education system and community beliefs 
Rothmann and Simmonds (2015) argue that schools are microcosms of society and are 
found to reflect the characteristics of the community within which they serve. In general, 
the dominant South African social belief is of the view that same-sex sexual orientation is 
a Western derivative and is against African norms and values (Meyer, 2009). Msibi (2012) 
argues that because of these misconceptions about African beliefs, learners with a same-
sex sexual orientation have become the victims of discrimination and hate-crime. 
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Florian, (2005) states that gay and lesbian sexual orientation refers to the extent to which 
a person’s gender identity, as well as their expression are not always in alignment with 
the hegemonic heterosexual norms that are prescribed for people. Learners who identify 
with same-sex sexual orientations are experiencing constant violation of their dignity and 
their rights are being discriminated against because of the homosexual dissonant beliefs 
of African communities (Francis, 2017; Francis & Brown, 2017). Rothmann and 
Simmonds (2015) frame schools as sites of stigmatisation due to compulsory 
heteronormative school cultures. Learners should be given equal opportunities 
irrespective of their differences to enable optimal learning and agency for all. Sadly, the 
everyday reality is that learners with a same-sex sexual orientation are being 
discriminated against on the basis of who they are (Msibi, 2012; Bhana, 2014; Francis, 
2017).  
Issues around alternative sexual orientations are one of the topics that learners should 
be taught about in schools to raise awareness and promote tolerance (Francis, 2011). 
However, cultural beliefs and Africanism act as barriers to this objective (Brown & Diale, 
2017). Teachers disassociate themselves from active teaching and engagement in the 
topic of sexuality because they also are of the belief that same-sex sexual orientation is 
a Western culture construct and therefore has no place in the sexuality dynamics of 
Africans, let alone the South African education system (Francis, 2010, 2011, 2017). 
People with same-sex sexual orientations in South African schools and communities are 
still given little support, and they are isolated as well as discriminated against (Brown & 
Diale, 2017).  
Francis (2010) argues that active support for same-sex sexual orientation education 
yields the opportunity for related learners to embrace their sexual orientation 
unashamedly and allows others to respect these differences from a school to a 
community level. Msibi (2011) argues that same-sex sexual orientation is not an easy 
topic to deal with at a school level. This stems from the deep-seated systemic cultures of 
heteronormativity that creates sensitivity as a topic of the other. Heterosexism is based 
on the preconception and opinions in which heterosexuality is the only normal acceptable 
sexual orientation (Francis & Msibi, 2011). Unfortunately, this extends to some teachers 
and learners in that they also believe that same-sex sexual orientation is Western in origin 
and it cannot be allowed in the South African education system as it is against African 
norms and values. Francis and Msibi (2013) holds the view that heterosexuality is given 
power by the privilege as the norm that stigmatise and isolate those seem to be different 
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in the society while leaving those with same-sex sexuality powerless and they become 
victims of abuse and discrimination. Generally, South Africans regard sex and sexuality 
as a private matter that should be concealed from the general public (Bhana, 2014). This 
notion deprives learners of the opportunity to be taught and experience reality holistically, 
especially in relation to sexual orientation (Brown & Diale, 2017).  
Msibi (2012) holds the view that despite the Constitution’s equality clause, very little has 
been done officially to equip teachers with the necessary skills to address the problems 
that learners with same-sex sexual orientation are facing. Msibi, (2012) further mentions 
that academic literature should address the problem of discrimination against same-sex 
sexualities, as textbooks also present such topics in less than affirming ways. Subjects  
which are compulsory for all learners (such as Life Orientation) are meant to prepare a 
new generation of South Africans for being responsible citizens, however, they do not 
address the interests of those with same-sex sexual orientations, which leads to a society 
that perpetuates bias and violence against same-sex sexual orientation (Wilmot & 
Naidoo, 2014). 
2.4.2. The responsibility and duties of teachers. 
The South African Council for Educators (SACE, 2000. p. 4) prescribes ways in which 
teachers should conduct themselves in promoting quality education and ensuring 
equality. A teacher: 
• Respects the dignity, beliefs and constitutional rights of learners and in particular 
children, which includes the right to privacy and confidentiality; 
• Strives to enable learners to develop a set of values consistent with the 
fundamental rights contained in the Constitution of South Africa;  
• Avoids any form of humiliation, and refrains from any form of abuse, physical or 
psychological; 
• Uses appropriate language and behaviour in his or her interaction with learners, 
and acts in such a way as to elicit respect from the learners. 
 
As the curriculum is inflexible when it comes to gender and sexual diversity, gaps have 
widened which lead to difficulties in meeting the diverse needs of learners with same-sex 
sexual orientation. The Life Orientation curriculum only addresses gender differences, 
and inequalities; physical development during puberty; sexual health and sexually 
transmitted diseases; relationships and sexual activities; gender and sexual violence as 
well as traditional and cultural sexual practices (Francis, 2018). It does not include same-
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sex sexual orientation. Kumashiro (2001) argues that it is also a responsibility of teachers 
to ensure that learners are supported through the promotion of inclusive education.  
Potgieter (2012) further explains that it is also the moral burden of teachers to promote 
social justice, human rights and inclusivity as well as to embrace the differences each 
learner exhibits. Mchunu (2007) argues that teachers should teach learners about their 
sexual orientations as stipulated in the Life Orientation curriculum, to enhance gender 
equality as well as assist learners to make informed decisions regarding their sexual 
orientation and assist them to break away from the upsetting traditional beliefs about 
same-sex sexual orientation. In addition, teachers should promote positive learning 
environments and move away from the negativity towards same-sex sexual orientations 
(Potgieter, 2012). 
White Paper 6 
“A non-racial, democratic South Africa came into being in 1994 
on a tide of expectations and political will to change education 
to address and respond to the needs of all citizens” 
(Engelbrecht, Nel, Smit, & Van Deventer, 2015, p. 2). 
 
In relation to a democratic education system, policies on inclusive education were 
introduced to respond to the needs of learners (UNESCO, 1994). Inclusive education is 
based on equality while also embracing the differences amongst learners, and therefore 
polices were introduced to guide its implementation (Engelbrecht et al., 2015). Therefore, 
in 2001 the White Paper 6 was ratified as one of the policies of inclusive education 
ensuring that all learners can learn in the same learning environment irrespective of their 
individual differences and are afforded the same rights as any other citizen of South Africa 
(Mfuthwana, 2016). White Paper 6 (DOE, 2001) established the outlines of inclusive 
education and a training system related to how it should be implemented in South Africa 
(Engelbrecht, 2006). White Paper 6 (DOE, 2001) provides educational opportunities for 
all; and is sensitive in particular to those learners who experience learning challenges 
such as discrimination, including that of same-sex sexual orientation, and ensures that 
the learning needs of all learners are met and accommodated in an inclusive manner.  
Having said this, White Paper 6 (DOE, 2001, p. 16) emphasis the following values to 
ensure successful inclusive education: 
• acknowledging that all children and youth can learn and that all children and youth 
need support; 
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• accepting and respecting the fact that all learners are different in some way and 
have different learning needs which are equally valued and an ordinary part of our 
human experience; 
• Acknowledge and respect differences in learners, whether due to age, gender, 
ethnicity, language, class, disability or HIV status 
• changing attitudes, behaviour, teaching methodologies, curricula and the 
environment to meet the needs of all learners 
• maximising the participation of all learners in the culture and the curricula of 
educational institutions and uncovering and minimising barriers to learning; 
• Empowering learners by developing their individual strengths and enabling them 
to participate critically in the process of learning. 
 
Thus, white paper 6 was introduced as one of the educational policies in ensuring 
educational transformation to meet the needs of learners and embrace the differences 
they have White Paper 6 (DOE, 2001). 
2.5. INCLUSIVE EDUCATION IN COMPULSORY HETEROSEXUAL SCHOOL 
CULTURES 
Inclusive education refers to the process of educational transformation of schools to cater 
for all learners including learners with same-sex sexual orientation, learners from rural 
populations, and learners with disabilities or difficulties in learning. It provides learning 
opportunities for all learners (UNESCO, 1994). Gaffney (2015) refers to inclusive 
education as the adopted system by the South African government to promote the full 
development of all learners, irrespective of race, class, disability, religion, culture, sexual 
orientations, learning style and language. Inclusive education is based on the modest 
idea that every child and family is valued equally and deserves the same opportunities 
and experiences in education regardless of their challenges, background and their sexual 
orientation (Engelbrecht, Oswald & Forlin, 2006). Engelbrecht (2006) argues that 
inclusive education in South Africa has not yet been promoted as simply one more option 
for education but as an educational strategy that is to bring about educational 
transformation. 
2.5.1. Inclusive education in South Africa 
Mfuthwana (2016) describes inclusive education as the establishment of a learning 
environment that promotes the full personal, academic, and professional development of 
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all learners and teachers, irrespective of race, class, gender, disability, religion, culture, 
sexual orientation, learning styles and language. Inclusive education provides teachers 
and learners with the opportunity for transformation through inclusive education in which 
everyone is subjected to the same rules as the rest of society (Sayed & Soudien, 2003). 
Inclusive education refers to an education system that promotes the rights of all learners 
and provides support for them (Mpya, 2007). The main premise behind the need for 
inclusive education stems from South Africa’s historical past with regards to Apartheid 
and its intergenerational aftermath (Muthikrishna, 2008). Inclusive education therefore 
acknowledges the diversity of learners in a population and embraces the differences in 
learning styles in order to address their independent needs (Suter & Giangreco, 2009). 
Nel, Tlale and Engelbrecht (2016) argue that inclusive education promotes equality in 
order to address the imbalance of apartheid. Engelbrecht (2006) states that inclusive 
education in the new South Africa embraces the democratic values of equality, human 
rights and the recognition of diversity, regardless of sexual orientation. Engelbrecht 
(2006) further argues that inclusive education in South Africa promotes and encourages 
educational strategies that can be placed to contribute efficiently to a democratic society. 
According to Abosi and Koay (2008) inclusive education gives all learners including those 
with a same-sex sexual orientation the opportunity to learn together without any form of 
discrimination. Makhalemele and Nel (2015) argues that, the introduction of inclusive 
education in South Africa aimed to transform the practice of supporting all learners to 
participate to their maximum ability without any form of discriminatory barrier. 
Engelbrecht (2006) is of the view that even after many years of democracy, the enduring 
tension between changing the structure of education and changing the process of 
education is still influencing progress. Enhancing the recognition and acceptance of basic 
rights for all South African children to be accommodated in the inclusive school 
communities therefore remains a challenge. It is the researcher’s opinion that inclusive 
education should be flexible enough to allow every learner equal rights to participate in 
the school of their choice regardless of their differences. Inclusive education should give 
all learners a fair opportunity to share their values and beliefs as well as accommodate 
all learners in a combined system of education and empower them to become mutually 
sympathetic; maximize competency; and equip them with skills to promote responsible 
citizenship.  
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2.5.2. Benefits of inclusive education for same-sex sexuality  
Donohue and Bornman (2014b) argues that inclusive education ensures maximum 
support from teachers in meeting the diverse, yet respective needs of learners. 
Makhalemele and Nel (2015) also add that inclusive education has a positive impact on 
learners’ understanding of diversity. It also provides structures within the school, such as 
School-Based Support Teams (SBSTs) to provide the relevant support where absolutely 
necessary and ensures equality for all. Makhalemele and Nel (2015) further point out that 
learners also believe that formal support mechanisms of inclusive education have a 
positive influence on their academic achievement as well as individual social lives. 
Mokhele (2006) argues that when learners have someone in whom they can trust and 
can talk to when they are facing specific challenges, such as discrimination arising from 
their sexual orientation, they are able to opt for intervention and come out motivated and 
courageous. Thus, SBSTs are established to aid learners cope with extra-curricular 
challenges that may otherwise threaten to compromise their academic proficiency.  
Francis and Muthukrishna (2004, p.108) state that SBSTs will respond to the diverse 
needs of all learners providing special needs and support to promote the inclusion of 
learners in which the following aspects will be taken into consideration:  
• Acknowledging that all children and youth can learn and that all children and youth 
need support. 
• Enabling education structures, systems and learning methodologies to meet the 
needs of all children  
• Acknowledging and respecting differences in children, whether due to age, gender, 
ethnicity, language, class, disability  
• Broader than formal schooling, and acknowledges that learning occurs in the 
home, the community, and within formal and informal contexts.  
• Changing attitudes, behaviour, teaching methods, curricula, and environment to 
meet the needs of all learners. 
•  Maximising the participation of all learners in the culture and curriculum of 
educational institutions, and uncovering and minimising barriers to learning.  
Mfuthwana (2016) argues that collaboration and commitment from teachers towards 
inclusive education are two of the most important aspects in ensuring that inclusive 
education does in fact materialise.  
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2.5.3 Collaboration in inclusive education 
Monsen, Ewing and Kwoka (2014) argue that successful inclusive practices require 
collaboration between the class teacher and the wider school community, including 
SBSTs and specialist staff, such as educational psychologists as well as parents. 
Mphahlele (2005) points out that collaboration includes all aspects of the SBSTs process 
where teachers share how to improve the means of content delivery to maximise effective 
teaching and learning. This would include establishing support structures and subsequent 
strategies to aid learners who experience discrimination related to their sexual orientation, 
for instance (Engelbrecht et al., 2015). Teacher collaboration plays an important part in 
inclusive education as interpersonal dialogue involving teachers facilitates the sharing of 
expertise, which in turn equates to mutual empowerment and skill development for both 
parties. Mfuthwana (2016) emphasises collaboration of all related departments and 
stakeholders in the education system, as well as looking into all facets of the lives of the 
respective learners during intervention. Mfuthwana (2016) further explains that 
collaboration is a skill that heightens the competency of all teachers and leads to 
successful inclusion of efforts as it benefits all the learners. With the above being said, 
collaboration among teachers within the school is important to ensure functioning of 
SBSTs.  
Makhalemele and Nel (2015) also argue that the introduction of inclusive education in 
South Africa is aiming to transform the practice of supporting learners who experience 
learning challenges and their social problems. Education should allow learners to think 
critically and engage in issues of social justice, human rights and social change by 
transforming attitudes and behaviour to promote an environment that accommodates all 
learners including those with same-sex sexual orientations (Govender & Muthukrishna, 
2012). Govender and Muthukrishna (2012) further explain that education is one of the 
keys for building a sustainable community and society where everyone is equally treated 
irrespective of their sexual orientations. Therefore, collaboration is important to help 
SBSTs exchange knowledge, information and technological skills; it is a platform for 
professional development; and is a support for the sustainability of equality in the 
education system.  
SBSTs require collaboration with the District-Based Support Teams (DBSTs) to develop 
skills and providing direct and indirect support to learners through supporting their 
teachers with curriculum and social issues that both teachers and learners are burdened 
by (Engelbrecht et al., 2015). Msibi (2014) suggests that schools may also provide 
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support groups where learners can get assistance when they experience traumatic 
incidences such as harassment or assault. They can also receive the affirmation provided 
by a support group and come to know and accept who they are by learning about their 
racial and sexual differences. The SBST must maximise the concept of efficient provision 
of services by also collaborating with the parents of either the implicated learners, or any 
other people that display passion and possess the necessary competencies to handle 
cases. Parents may also contribute from a structural level as they can help to develop 
intervention strategies for learners, or aid with the operational as well as administrative 
duties (Mphahlele, 2005). Teachers also require additional resources from the parents, 
within the confines of their own knowledge, skills and the resources available to them 
(Engelbrecht et al., 2015).  
An inclusive environment of learning has the potential to inspire learners and teachers to 
be in an affirming space, where others are embraced (Kumashiro, 2001). From the above 
discussion, it may be deduced that collaborative effort is important for successful inclusion 
to occur in schools. It is therefore imperative that adequate internal and external sources 
of support be maintained to anchor SBSTs in ensuring the implementation of inclusive 
education. Mphahlele (2005, p. 18) suggests the following aspects for collaboration to 
thrive:  
• Recognition that all members’ opinions are valuable and making use of the unique 
talents and abilities of all teachers; 
• Participation must be voluntary; 
• Encourage individual freedom of expression and accept differences, needs, 
concerns and expectation; 
• Teachers must understand that many of the processes, practices and strategies 
that are already in existence have the potential to address diversity within the 
classroom and in the school as a whole;  
• Commitment to shared vision; 
• Teachers have to understand their role of identifying learners’ challenges and 
developing intervention strategies, therefore they should start to share information 
among one another in an intensive manner for the benefit of learners and for 
interest of quality education for all and 
• Time should be set aside in order to allow for the implementation of collaboration. 
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2.5.4 Positivity of teachers towards inclusive education  
Engelbrecht et al. (2015) point out that inclusive education aims to ensure quality 
education for all learners in mainstream education regardless of their social-challenges. 
These challenges certainly include the oppression and discrimination that learners with 
same-sex sexual orientations have to endure in a compulsory heteronormative 
environment (Francis, 2017). Although many teachers are positive about inclusion, the 
main areas of concern are training for inclusion; appropriate curricula for all learners; 
available resources in school and classroom structures that delay inclusion (Engelbrecht 
et al., 2015). Monsen, Ewing and Kwoka (2014) argue that inclusive education is 
successfully achieved when teachers within the school share learning environments and 
ideas on how to improve various aspects of education. The positive views of teachers 
towards learners and a general positive climate established by teachers in the classroom 
has a major impact on the success of learners, particularly those living in disadvantaged 
and vulnerable conditions (Brown, 2014).  
 
2.6. COMPULSORY HETERONORMATIVITY A THREAD TO INCLUSION AND 
DIVERSITY IN 
Heterosexism is the dominant cultural belief that 
heterosexuality is the one “normal” and “right” sexuality for 
all people (Adams, 2014, p. 18). 
Heterosexuality refers to romantic and sexual attraction among people of the opposite 
sex or gender (Cole, Avery, Dodson & Goodman, 2012; Adams, 2014). People who 
are heterosexuals are commonly referred to as “straight” by the community and represent 
the dynamic that is generally accepted and graciously accommodated by the community 
as far as sexual orientation is concerned (Roger, Savoy, Dillon & Vernaglia, 2002). 
Heteronormative people are believed to be those that are affirmed when it comes to 
norms and cultural beliefs of the community (Adams, 2014). Cole et al. (2012) point out 
that heterosexual privilege permits straight men and women to form families together. 
This is regarded as normal and many people feel no need to question such arrangements 
as they are accepted by the general community.  
Compulsory heteronormativity can be further described as the preferable sexual 
orientation accepted by society (Brown & Diale, 2017). Compulsory heterosexuality, for 
those whose lives conform to its demands, act as a constant reinforcement and regulatory 
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mechanism. It psychologically dictates the thoughts people might have about alternative 
gender and sexual orientations (Engh, 2011).  
Despite a progressive constitution affirming same-sex sexuality, people with diverse 
sexual and gender identities still experience discrimination in South Africa (Reygan & 
Lynette, 2014). Some school policies go so far as to exclude applicants who have affirmed 
their sexuality as one related to same sex relations. Their application would hence-forth 
be declared invalid due to ignorance of policies by schools (Msibi, 2012). 
Heteronormative and masculine discourse practices against homosexuality are still 
upheld in society and schools despite the constitutional standpoint regarding such 
behaviour (Reygan & Lynette, 2014; Nkosi & Masson, 2017). Potgieter (2011) argues that 
compulsory heteronormativity violates the right of learners with same-sex sexual 
orientation and as a result, most end up withdrawing from school (Msibi, 2012).  
Schools and classrooms are spaces where compulsory heteronormative and gender-
normative behaviour must be intellectually deliberated and talked about (Brown, 2018). 
Nichols (2016) explains that it is the very teachers and community that are enablers for 
heteronormative notions that cause non-heterosexual learners to experience rejection 
and discrimination against them; leading to acts of hate crime such as physical assault, 
and corrective rape.  
Brown and Diale, (2017) explain that the senior management of schools such as 
principals and deputies, perceive heterosexuality as the only accepted sexual orientation 
and reject those who are otherwise inclined. Brown and Diale (2017) further explain that 
this treatment ripples down the corporate hierarchy to the teachers and learners. Reygan 
and Lynette (2014) argue that sexual orientation in South African society is based on 
heteronormativity and that same-sex sexual orientation is not recognised as being 
African. Francis (2018) shares the same sentiments as Reygan and Lynette (2014) that 
teachers’ privilege heterosexuality as legitimate and natural while same-sex sexualities 
are as a deviant. While education authorities battle to create a socially just education for 
all, it is essential that schools are ready to respond to the repressive school experiences 
of learners with same-sex sexual orientations. One structure that is mandated to ensure 
an enabling learning environment for all learners, is the SBST. The following sections aim 
to explain the role and responsibilities of the support unit in the school system. 
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2.7. THE SCHOOL BASED SUPPORT TEAM – A RESPONSE TO SEXUAL 
DIVERSITY 
Schools should accommodate all children regardless of their 
physical, intellectual, social, emotional, gender, sexual 
orientation, linguistic or other conditions. This could include 
disabled and gifted children, street and working children, 
children from remote or nomadic populations, children from 
linguistic, ethnic or cultural minorities and children from other 
disadvantaged or marginalized areas or groups (Masango, 
2013, p. 5). 
 
In this quotation from Masango (2013) alludes to the complexity of diversity a school is 
challenged to cater for, as well as brings coincidence of the importance of the school and 
the moral fibre of a community. Engelbrecht, Forlin, Eloff and Swart (2001) point out that 
inclusive education in relation to supporting learner diversity and responsibility needs to 
be shared among teachers, support providers, families, peers and community members 
to play different roles in supporting learners; thus, the supporting the need to introduce 
support teams in schools. Mphahlele (2005) mentions that in the past, teachers were 
trained to manage a largely content-based education system, but they are now required 
to change their way of delivering education. The current education system in South Africa 
promotes democratic participation of learning through a holistic approach to teaching and 
learning, care and support. Mphahlele (2005) explains that this approach is new to 
teachers, and therefore they need to work as a team in order to meet the diverse needs 
of learners. SBSTs serve an important role in this regard to help with sensitive aspects of 
inclusion such as the sexual diversity of learners. Since most teachers find it difficult to 
deal with same-sex sexual orientation issues individually (Francis, 2011), they could 
collaborate with one another, or with other stakeholders to find effective means of 
approaches to these issues. SBSTs should not only concentrate on cognitive 
development but also ensure that learners are guided correctly in the construction of their 
identities and social navigation, including sexuality (Francis, 2017). Ruwa-Mnatwana 
(2014) argues that an SBST is expected to provide direct support to learners who 
experience barriers to learning and systemic and compulsory heteronormativity in the 
literature clearly shows how learning is compromised among learners with same-sex 
sexual orientations. Thus, the SBST should be collaborative in order to achieve the goals 
of equality where everyone is accepted and tolerated irrespective of his/her sexual 
orientation. The Department of Education (DOE, 1997) indicates that some of the 
responsibilities of a SBST are to provide: 
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• Safe and supportive learning environments where learners are supported, feel a 
sense of belonging and are able to engage in the learning process irrespective of 
their background of difficulties; 
• Respect for humanity; 
• Ensuring non-discriminatory and democracy and human rights at all times; and 
• Working with all stakeholders to enhance the development of the teaching and 
learning context for all learners. 
2.7.1. What is a School-Based Support Team? 
Gaffney (2015) refers to SBSTs as a collective of stakeholders based at a particular 
school, elected for the purpose of support to both learners and teachers as well as to 
identify any learning and social challenges that may be acting as barriers in the process 
of teaching and learning. Therefore, the core focus of any SBST is to focus on developing 
an inclusive community and education system that recognises and responds to the 
diverse needs of their learners; and promotes the concept of equality for all learners 
regardless of their sexuality, physical, intellectual, social, emotional or any conditions 
(Rulwa-Mnatwana, 2014). Mphahlele (2005) regards SBSTs as the structures that 
provide and ensure quality education that does not discriminate against anyone in any 
way, such as on grounds of sexual orientation also ensuring equality as well as coordinate 
learner and teacher support systems. Mphahlele (2005) further explains an SBST as the 
internal support system of a school that ensures staff work together to promote 
collaboration within the school and ensure quality education for all learners irrespective 
of their sexual orientation. Makoelle (2014) argues that the SBST must contain teachers, 
special needs teachers, staff members, learners, parent care-givers, members of DBST, 
and local community members. 
Gaffney (2015) further conveys that for SBSTs to be effective in fulfilling its duties, it needs 
an ongoing support from the DBST. Therefore, the SBST needs collaboration from the 
district level. Lack of support from the DBST may lead to the failure of the SBST to serve 
its purpose in the school. 
2.7.2. Composition of School-Based Support Team 
The establishment of SBSTs was introduced by the Department of Education in White 
Paper 6 in (DOE, 2001) to support challenges learners are faced with and to ensure the 
implementation of inclusive education (Coovadia, 2013; Mackay, 2014). Rulwa-
Mnatwana (2014) states the Department of Basic Education (DBE) does not prescribe 
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who should be members of these teams, however it recommends what is expected from 
the teams. The SBST should include the principal and a small group of educators who 
are interested and willing to solve the problems of learners (Coovadia, 2013). The SBST 
should be established to become a supporting structure for everyone including learners 
with same-sex sexual orientation (Rulwa-Mntwana, 2014). Masango, (2013) is of the view 
that every school needs an SBST to accomplish the implementation of inclusion. He 
further states that the SBST must be the structure that supports teachers who struggle 
with inclusion and encourages the inclusion of learners. The SBSTs should be structured 
in such a way as to holistically support learners and teachers needs to meet the diversity 
of learning and social needs (Masango, 2013; Coovadia, 2013). Rulwa-Mnatwana (2014, 
p.18) suggests that the composition of an SBST should be comprised of the following:  
• Educators with skills and knowledge in learning support skills and counselling; 
•  Educators who volunteer because of their interest, who represent a learning 
phase and/or learning area; 
• Educators who have a particular expertise around specific needs or challenges; 
• A School Management Team representative such as a deputy principal or the 
principal;  
• A non-educator such as an administrative staff member; 
• Learner representatives at senior phase level for peer support; and 
• Any member of the district-based support team, depending on the support needs 
of the learner (for instance: an occupational therapist or psychologist). 
 
Moreover, Masango (2013) further states that the establishment of the support team is 
determined by the size of the school to which it is aimed to serve. The SBST can be made 
up of teachers with specialised skills and knowledge in areas such as learning support, 
life skills/guidance, or counselling. Any additional members of the team could be 
educational psychologists, teachers who volunteer themselves due to their interest in 
helping learners, teachers who are part of the school management team, members of 
staff who have particular specific expertise in meeting learner needs, learner 
representatives, and others. 
2.7.3. The role of School-Based Support Team 
Masango (2013) and Coovadia (2013) share the same sentiments that one of the main 
functions of the SBST is to ensure equal education for all; education that does not 
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discriminate against anyone on grounds of gender, sex or sexual orientation. One of the 
core functions of the SBSTs is to coordinate learners and teachers to identify and address 
learners who need support. Support should include all activities that assist as many 
learners and teachers as possible to respond to diversity. Makoelle (2014) argues that an 
SBST is the engine of inclusive education and assisting in addressing the needs of 
learners in the school context. Masango (2013) states that the most widely known 
approach to making schools safer and more supportive for learners with same-sex sexual 
orientation is through the establishment of SBSTs. Ideally, these support teams should 
ensure inclusive education and instil equality for all. Gaffney (2015) states that for the 
SBST to be effective in its role, it needs ongoing collaboration and support from the DBST, 
as previously discussed. Makoelle (2014) points out that one of the roles of an SBST is 
inclusive of the organising support and establishing customised education programmes 
to help learners that are vulnerable as well as learners who seem to be having barriers to 
learning. Masango (2013) argues that SBSTs assist the developmental processes that 
pave and shape the move towards inclusive education as it instils equality for all. 
SBSTs should play a critical role in identifying learners that are victimised, and assist 
them in revealing threats and breaking silence to prevalent victimisation based on sexual 
orientation in the school environment (Craig, Bell & Leschied, 2011). Mphahlele (2005) 
states that SBSTs work in way to maximise democratic participation of both learners and 
teachers and assist challenges that learners are faced with. It is the responsibility of the 
SBST to track and respond to the challenges of learners and ensure support is provided 
to them. It is the responsibility of an SBST to shape the culture of the school into a desired 
direction and foster health-enhancing behaviour, healthy relationships, and social 
responsibility towards learners (Masango, 2013). Rulwa-Mnatwana (2014) and 
Mphahlele (2005) mention that SBSTs should work with DBSTs to ensure that learners 
get the necessary help in addressing the challenges they are faced with and referred to 
relevant professionals in accordance to their different challenges. 
2.8. INTERSECTING SCHOOL-BASED SUPPORT TEAM AND SEXUAL 
DIVERSITY IN EDUCATION 
There is no study that has been officially conducted in South Africa that directly relates to 
the intersection of SBSTs and sexual diversity. Furthermore, there is no researcher who 
has ever conducted a study on intersecting of SBSTs and sexual diversity in education. 
Thus, the SBSTs focus on the deficit medical model is discussed as well as the gaps in 
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the SBST’s knowledge about sexual diversity. Bergman, Bergman and Gravett (2011) 
state that the deficit of SBSTs in most cases starts from the management as some of the 
principals are often against learners with same-sex sexual orientation. According to 
Francis (2017), lack of support from school management when it comes to sexuality 
makes it difficult for teachers to teach about sexual diversity. Meyer (2009) states that the 
majority of teachers, parents, administrators, including the principal, normally ignore the 
issues of sexuality at all costs. The ignorance about sexuality by adults leads to lack of 
support for learners and leaves them without guidance and accurate information about 
relationships, physical development, sexual health and important aspects of their 
identities (Meyer, 2009; Francis, 2017). Some teachers only discuss the issue of sexuality 
if the learners mention it or ask a question about it and some teachers even find it difficult 
to articulate the terms associated with sexuality, terms such as gay and lesbian (Francis, 
2017). 
Teachers are not well equipped when it comes to addressing social and psychological 
challenges that they come across, which impacts negatively on learners, especially 
learners with same-sex sexual orientation as they are often not catered for (Setlhare et 
al., 2016). Lack of training of teachers and poor understanding of policies does not only 
negatively impact on teaching but also on the way in which a teacher handles the social 
issues of learners and colleagues. Thus, some teachers think inclusive education is only 
applicable in primary schools. Frank (2003) states that lack of resources in schools makes 
it difficult for SBSTs to fully support all the needs of learners and teachers. “The best 
teachers are interesting, competent, caring, encouraging and flexible, yet have 
demanding standards” (Pillay, 2012. p. 168). South African teachers only receive the 
basic concepts when it comes educational psychology and community development as 
part of their pre-service training. Thus, they experience challenges when it comes to 
issues pertaining to sexual diversity in education (Setlhare et al., 2016). Pillay (2012) 
states that teachers who are members of SBSTs need to have specific knowledge, skills, 
values and attitudes if they are to make positive contributions in addressing the problems 
that learners with same-sex sexual orientation are facing as discussed previously in this 
chapter. In most cases the members of the SBSTs are teachers who only intervene in 
issues they are comfortable with, as they tend to ignore the issues of sexuality. 
Teachers who are members of SBSTs need to have knowledge about the current social 
issues that learners are facing such as emotional, physical and sexuality-related 
problems. Thus, special skills are needed for teachers who are members of the SBSTs 
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to provide immediate counselling support for learners who are affected by such social 
issues (Pillay, 2012).  
2.9. THEORETICAL FRAMEWORK  
The theoretical framework refer to the structure that support theory of the study in which 
the researcher relies on when developing the research design as a researcher to the 
study (Creswell, 2014). This study aims to explore the perceptions and responses of the 
SBST towards learners with same-sex sexual orientation. For the purpose of this study, 
two theories will be followed teacher self-efficacy and the queer theory.  
2.9.1. Teacher self-efficacy 
“For over two decades, teacher self-efficacy has been defined 
as the extent to which a teacher believes he or she can 
influence students’ behaviour and their academic 
achievement, especially of pupils with difficulties or those with 
particularly low learning motivation” (Friedman & Kass, 2002, 
p. 3). 
Teacher self-efficacy is concerned with a teacher’s belief in his or her capabilities to 
confidently solve given problems in a positive way and provide encouragement where it 
is needed (Bandura, 2006). Pendergast, Garvis and Keogh (2011) believe that teacher 
self-efficacy gives the teacher motivational mentality that shapes teacher effectiveness in 
the classroom. Positive teacher self-efficacy positively impacts on learner development 
irrespective of their differences (Henson, 2001). Teacher self-efficacy is known as 
powerfully related to many meaningful educational outcomes such as teachers’ 
persistence, enthusiasm, commitment and as well as student outcomes such as 
achievement, motivation, and self-efficacy beliefs (Tschannen-Moran & Hoy, 2001; 
Pajares, 2006). It is the key mediating factor towards the establishment of a positive 
school environment, a professional culture as well as its educational effectiveness 
(Mfuthwana, 2013). Learners are faced with many challenges that need the positive self-
efficacy of teachers to give learners solutions to their problems thus, a confident educator 
makes a confident learner (Pajares, 2006; Setlhare et al., 2017).  
However Friedman and Kass (2002) are of the view that through self-efficacy, learners 
who seem to lack courage due to their faced life challenges develop hope and become 
motivated. Teacher’s self-efficacy refers to the belief of teachers in their ability to be able 
to positively impact their learners’ learning (Tschannen-Moran & Hoy, 2001; Wagler, 
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2011). Teachers’ beliefs about their capability of motivating learners brings about a 
change in learners’ perspectives of life and it influences the academic performance of the 
learners (Friedman & Kass, 2002). When teachers get full support from each other as 
well as from those above them they are able to share their successful experiences which 
promote feelings of competence and improve self-efficacy that lead to maximum support 
when learners face challenges (Pajares, 2006; Setlhare et al., 2017). Teacher are 
expected to give positive and empowering support to learners in response to their needs 
(Mahlo, 2013). Teachers with positive self-efficacy are able to develop and ensure that 
all learners are recipients of equal learning opportunities (Skaalvik & Skaalvik, 2010; Cook 
& Maree, 2016). Skaalvik and Skaalvik (2010) further state that positive teacher self-
efficacy enables the teacher to challenge detrimental cultural beliefs and norms in order 
to accommodate those who are not favoured by the contemporary community or those 
who are oppressed by their community and its cultural beliefs. Bruce, Esmonde, Ross, 
Dookie & Beatty (2010) argue that when learners are being taught by a teacher with 
positive self-efficacy, they develop persistence, deep conceptual understanding as well 
as self-regulation that leads to greater achievement and motivation, including those with 
same-sex sexual orientation. Bruce et al. (2010) and Tschannen-Moran and Hoy (2001) 
are of the view that teachers who show positive self-efficacy positively impact student 
achievement despite perceived challenging circumstances such as isolation of learners 
with same-sex sexualities. Teachers who have high levels of teacher self-efficacy are 
more resilient in their teaching and they mostly do their best to help all learners to reach 
their full potential (Setlhare et al., 2017). Teachers with positive self- efficacy always have 
high expectations for all learners including learners with same-sex sexual orientation 
because they believe that learners can achieve more regardless of their sexuality. (Bruce 
et al., 2010). 
Bandura (1994) states that teacher self-efficacy has the most impact on overall school 
effectiveness, thus, the way teachers conduct themselves has an eventual impact on 
learners. When teachers have positive self-efficacy, it encourages and promotes personal 
as well as professional ways of solving problems and to help learners to cope successfully 
with challenges they are facing in school and give counselling to those in need of it 
(Setlhare et al., 2017; Tschannen-Moran & Hoy, 2001). Gavora (2010) states that there 
are four sources that enhance the development of high teacher self-efficacy: namely 
mastery learning experiences, vicarious experiences, social persuasion, and 
physiological and emotional states.  
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Mastery learning experiences 
Mastery learning experiences refer to conditions in which teachers provide their own 
teaching strategies to ensure learners acquire knowledge and that everyone is equally 
considered (Gavora, 2010; Bandura, 1994). Bruce et al. (2010) argue that mastery 
learning experience is regarded as the most powerful influence on teacher self-efficacy. 
Bandura (2006) states that powerful mastery experiences provide positive change that 
leads to transformation of self-efficacy, which can in turn ensure positivity in solving 
problems of learners related to sexuality. Although learners differ in many ways such as 
in their learning pace and level of understanding, when the teacher provides the 
necessary time and appropriate learning conditions, all learners can achieve and 
accomplish their life desires (Guskey, 2010). Mastery learning can be utilised to identify 
the understanding of learners towards same-sex sexual orientation and the reaction 
towards it to help learners understand the concepts around sexuality and same-sex 
sexual orientations by doing so, that will increase their chances of achievement for all 
learners, irrespective of their sexualities (Guskey, 2010; Bergmann & Sams, 2012).  
Thus, social construction is important as discussed by (Francis, 2012). Social 
construction refer to process in which gain new knowledge and behaviour through 
observation from others (Bandura, 1994). Social learning relates to learning in which 
people learn from one another, through observation and discussion. Social learning helps 
both learners and teachers to understand some of the things that teachers find difficult to 
teach, such as the issue of sexuality as discussed above as well as enhancing their 
learning experience (Madhav, Joseph & Twala, 2015). The education system seems to 
be failing learners as some teachers often do not teach sexual education because of their 
beliefs about it being un-African and fail to meet the needs of other learners (Madhav et 
al., 2015). Through social learning, learners are able to acquire knowledge about their 
sexuality and the physiological implications of it, develop decision-making skills, 
understand feelings and behaviour, with regard to relationship issues and their sexual 
orientations (Mahlo, 2013). 
Bergmann and Sams (2012, p. 52) state that mastery learning experiences are based on 
three principles, which are as follows: 
• Students work either in small groups or individually at an appropriate pace; 
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• The teacher formatively assesses students and gauges students’ understanding; 
and  
• Students demonstrate mastery of objectives on summative assessments. For 
students who do not master a given objective, remediation is provided. 
 
Bergmann and Sams (2012) further state that for teachers to successfully develop 
mastery learning experiences, they must be able to relinquish control of the learning 
process to the learners; flow through a class period in a nonlinear fashion; admit when 
they do not know the answers to student questions and must be willing to research an 
answer with the learner. Based on mastery learning experiences, Kumashiro (2000) 
argues that for one to bring about change, one needs a difference in approach to ensure 
positive change for others. Thus, it is important for teachers to apply the knowledge and 
skills they have to address the inequalities of the past such as discrimination based on 
gender and sexual orientation. 
2.9.2.  Queer theory 
Dilley (1999) explains that queer theory is not only about the study of people whose sex 
lives are not heterosexual, it is about questioning the presumptions, values and 
viewpoints from those positions. Queer refers to a diverse assortment of gender acts as 
well as sexual practices that are considered to be abnormal (McCormick, 2018). Tyler 
and Cohen (2008) explain that the queer theory problematises essentialist identity 
categories and represents a radical opposition to hegemonic normativity that is to 
dominant norms shaping the conferment or denial of recognition. Dilley (1999) points out 
that the queer theory represents a change from how and why the experiences of non-
heterosexual people are studied, by shifting theory away from its present grounding 
identity concepts of culture. Dilley (1999) further argues that the queer theory should 
remind us that we are inhabited always by states of desire that exceed our capacity to 
name them. Dilley (1999) further highlights three beliefs of the queer theory: 
• Examination of lives and experiences of those considered non-heterosexual;  
• Comparison of those lived experiences with lived experiences considered normal; 
and 
• Examination of how, and why those lives as well as experiences are considered 
outside of the norm. 
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Nelson (1999) highlights that sexuality theories focus primarily on lesbian and gay people; 
the queer theory is interested in how the homo/heterosexual binary definition shapes the 
lives of people across the spectrum of sexualities. Nelson believes that the queer theory 
also provides a more flexible and open-ended framework for facilitating inquiry, 
particularly within the intercultural context. Nelson (1999, p. 377) states that queer theory 
gives positive direction to the following:  
• Acknowledging that the domain of sexual identity may be important to a range of 
people for a range of reasons;  
• Examining not only subordinate sexual identities but also the dominant one(s);  
• Looking at different ways of producing and reading sexual identities in various 
cultural contexts and discourses;  
• Identifying prevailing, competing, and changing cultural norms that pertain to 
sexual identities; and  
• Exploring problematic and positive aspects of this identity domain. 
 
This study seeks to find perceptions and responses of SBSTs towards same-sex sexualities in 
schools. For the purpose of this study two theories are used namely self-efficacy and queer theory. 
Self-efficacy helps to find out the belief of individuals about the situation they find themselves in 
and how they individually cope with the situation (Pajares, 2006). On the other hand, queer theory 
is concerned about learners with the same-sex sexuality and how compulsory heteronormativity 
in schools should be troubled to include diverse sexual expressions. Both self-efficacy and the 
queer theory will enable teachers and learners to look at same-sex sexuality with a transformed 
lens. They will also motivate and encourage resilience among those who are systemically 
oppressed because of their same-sex sexual orientations.  
2.10. CONCLUSION 
This chapter provided a comprehensive discussion of the experiences of learners with 
same-sex sexual orientations in schools and in society as a whole. It provided the lived 
realties of learners with same-sex sexual orientations in South African schools. In this 
chapter I discussed the rights of learners with same-sex sexual orientation as they 
happened to be constitutionally consistent with the rights of any other person in the 
country. These rights are underpinned by the three constitutional principles: equality, 
freedom and human dignity for all. It is clear that teachers have an enormous 
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responsibility in making sure that learners with same-sex sexual orientation are getting 
equal treatment in schools and in their communities.  
I furthermore discussed official policies (White Paper 6, and the CAPS document) in 
relation to inclusive education and support for learners with same-sex sexual orientations. 
Schools are also regarded as the microcosms of society, and therefore need to attain an 
understanding of learners with same-sex sexuality and their niche in the community. 
Schools need to take cognisance of the fact that non-heterosexual learners also deserve 
the same treatment as any other person in the community. SBSTs are regarded as one 
of the teams to bring about equality in the school environment as they support all learners 
irrespective of their sexual orientation and are established to close inherent gaps created 
by the Apartheid education system by ensuring equality for all, as discussed in this 
chapter. Lastly, the two theories that will underpin the research study are discussed as 
well: teacher self-efficacy and the queer theory.  
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CHAPTER 3 
 
3. RESEARCH METHODOLOGY 
3.1. INTRODUCTION 
It is pivotal to use a proper research methodology when conducting a research study 
because it serves as a guideline on how to provide answers to the research questions 
(Creswell, 2009, 2014). In this chapter the research methodology used is explained in 
detail. This is a qualitative research thus, the methodology utilised for this study follows 
qualitative principles to ensure the effectiveness and accuracy of the study. In addition, 
this chapter explains the procedures followed when data was collected by the researcher 
and how data was analysed. The chapter concludes with a discussion of ethical 
considerations. 
3.2. METHODOLOGY 
Methodology is referred to as the general research strategies that summarises the way in which 
research is to be undertaken as well as identifying the methods to be used in a particular study 
(Johnson, 2007). Research methodology is described as the systematic way of solving the 
identified research problem (Maree, 2007). Creswell (2014) argues that research methodology is 
based on a plan on how a research will be undertaken. Thus, research methodology is important 
for this study in order to ensure a systemic and a procedural way of this study. 
3.3. PARADIGM INFORMING THE STUDY 
A paradigm allows a person to see or view the world in a particular way (Lichtman, 2013). 
Maree (2007) views it as representing interrelated assumptions about the world leading 
to a specific philosophy about life and one’s role in it. While Creswell (2014) refers to it 
as sets of beliefs about basic aspects of the truth which give a notion of a particular world-
view and address fundamental assumptions about the nature of reality. For the purpose 
of this study, an interpretivist paradigm was used. Maree (2007) states that the 
interpretivism paradigm believes in the possibility of achieving a correct interpretation. It 
begins with the assumptions that access to reality is through social construction such as 
language consciousness and shared meanings. When they come across different 
situations, they may interpret it in different ways others may reconcile it with their prior 
ideas and experiences and others may reject the new situation (Creswell, 2014). With the 
current reality dissonance towards sexual diversity in schools as discussed in the 
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previous chapters, most learners with same-sex sexual orientations need psycho-social 
support, academic support and safety. How teachers interpret, view and engage with 
such identities are subject to how they perceive non-hegemonic expressions. The 
interpretation of sexual diversity in South Africa is believed to be evil, un-African and part 
of Western culture (Msibi, 2012) that is largely determined by their interpretation of the 
phenomenon in this case, the reproachful perceptions of same-sex sexual orientations.  
 
This view aligns with Maree’s (2007) emphasis that interpretivism focuses on people’s 
subjective experience, on how people construct the social world by sharing experiences 
and how they interact with or relate to each other. In examining the perceptions of SBSTs 
towards same-sex sexual orientation, it appears that the interpretation of sexual diversity 
could be an ideal departure point to respond to repressive understandings and 
reconstruct more affirming understandings through training and support. 
3.4.  QUALITATIVE RESEARCH APPROACH 
According to Maree (2007) the qualitative research approach focuses on the social constructions 
of people’s ideas/perceptions as well as providing complex textual descriptions of how people’s 
experiences influence the current issue. Noble and Smith (2015) state that qualitative research can 
be used to gain new perspectives/perceptions on things that are already known or even to gain 
more in-depth understanding that may be difficult to convey in a quantitative way. It provides 
information about the human side of issues that are often contradictory behaviours, beliefs, 
opinions, emotions and relationships of individuals (McMillan and Schumacher, 2010). 
Therefore, qualitative research studies allow a researcher to focus on a meaning that participants 
embrace or attach to a problem or issue in hand. Maree (2007) is of the view that qualitative 
research is important in identifying intangible factors, such as social norms, socio-economic status, 
gender roles, ethnicity, and religion. It would have been impossible to follow a quantitative research 
methodology for this study as it is based on the perception of people that cannot be scientifically 
measured. Taking into consideration the above-mentioned description of the qualitative research 
approach, it was deemed that a qualitative research approach will be the most suitable approach 
for this study. The researcher in this study aims at exploring the perceptions and responses of 
SBSTs towards same-sex sexualities in schools. Therefore, as mentioned earlier, the issue of 
same-sex sexual orientation is unaccepted by the community because of the cultural and religious 
perceptions that seems to largely govern identity in South Africa. The researcher aimed at 
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collecting data that dealt with reality and the experiences of the SBSTs on how they perceive and 
respond towards same-sex sexual orientations. 
3.5. DATA-COLLECTION 
Creswell (2014) explains data collection as the process that provides information about 
the research process through interviews, recording and/or certain written documents. 
McMillan and Schumacher (2010) describe data-collection as the process of collecting 
information using a strategy that gives the researcher an opportunity to obtain the relevant 
data for the study to be conducted. Therefore, a qualitative data collection method is 
important for this study because this study is interactive in nature and it gives the 
researcher an opportunity to interact with the participants (Creswell, 2014). Qualitative 
data collection includes observations, visual analysis and interviews. Thus, in this study I 
used face-to-face individual interviews in which participant are interviewed individually to 
allow the interaction with the participants. This allowed the researcher to obtain an in-
depth view of all the participants.  
 
Interviews are conducted to help the researcher understand the challenges faced by the 
participants and how they can be assisted (Maree, 2007). These interviews are in the 
form of semi-structured interviews and open-ended questions (Creswell, 2009). It is 
important for the researcher to take charge of the interview process to ensure that 
participants are aware of the purpose of the research (Creswell, 2014). My research 
intended to find the perceptions of the SBSTs teachers towards learners with same-sex 
sexual orientations. To obtain clarity on unclear responses it is important for the 
researcher to probe for further explanations. Before interviews were conducted the 
researcher assured the participants that the information given during the interviews would 
only be used for the purpose of the research and that it would be kept confidential. Each 
interview lasted about 30 minutes per participant and was audio recorded. The recorded 
interviews were then transcribed verbatim to ensure the correct interpretation of the 
interviews.  
 
Data for this study was collected within the boundaries of the North-West Province in the 
Dr Kenneth Kaunda District in which three schools were selected. The participants were 
teachers who are part of SBSTs or teachers who help learners who are experiencing 
social challenges. Provisions were made to conduct the interviews at a time which was 
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convenient for the research participants to avoid disruption of teaching and the personal 
time of the participants. The researcher developed the following strategies for data 
collection: 
• Obtained permission in writing from the supervisor, principals and teachers of the 
selected schools; 
• Gave participants the questions before hand; 
• Made up follow-up questions during the interviews where necessary. 
3.6. SAMPLING METHOD 
Onwuegbuzie and Leech (2007) argues that sampling in a qualitative research is a 
technique that is utilised to select units to address the given research objective and 
answer the given research questions. Sampling is based on the selection of participants 
due to their relevant characteristic and availability to provide reliable information for the 
specific study (Maree, 2007). So, in this study the researcher used a purposive sampling 
method. Purposive sampling refers to a non-probability sampling process selected based 
on the characteristics of the population and research objectives of the study (Maree, 
2007). When using a purposeful sampling method, the participants are selected because 
they hold the necessary knowledge for the researcher to gather suitable and rich data 
needed for the study (Nieuwenhuis, 2007). Thus, participants that serve as part of SBSTs 
were selected to participate in this study. The focus of this study was about the SBSTs 
perceptions towards learners with same-sex sexual orientation. Therefore, the most 
relevant participants for this study were members of the SBSTs at the selected schools.  
I identified six secondary schools that have functioning SBSTs. I further met with the 
principals of the schools. At one school the principal indicated that her school could not 
participate in this study because as a school they do not have enough knowledge about 
the functions of the SBST. She had confused the SBST with the School Governing Body 
(SGB). I further explained what a SBST is and then after my explanation she indicated 
that the high schools does not cater for inclusive education therefore they cannot have a 
SBST. Furthermore, she said SBSTs are designed for primary schools. Another principal 
refused to give me permission to conduct the research. He mentioned that they have a 
lot of work to do and they are tired of researchers coming to their school. The other school 
principal said their committee is ran by him and his deputy. He further stated that they 
had a lot of work at that time and that their schedule is full so, they could not allow any 
researcher to conduct the research at the school. I then consulted with the other three 
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school principals who referred me to their Life Orientation educators who were the 
coordinators of the SBSTs. The first school had four members in which only three agreed 
to be interviewed. The second school had three members and all of them agreed to be 
interviewed. The last school had six members and only four members agreed to be 
interviewed. Thus, these teachers from the SBSTs of the three secondary schools were 
sampled. In this study I refer to the sampled schools as school A, B and C. The following 
table is the list of all participants:  
 
 
3.7. DATA-ANALYSIS 
Maree (2007) describes qualitative data-analysis as a process of sifting through raw data, 
where the researcher aims to identify significant patterns and to construct a framework of 
what the data reveals. Maree (2007) argues that in qualitative data collection the 
researcher tries to arrive at a conclusion by gaining knowledge and understanding from 
the research participants’ views, responses, attitude and/or feelings. The researcher must 
read the transcribed data for understanding in order to familiarise themselves with the 
content of the collected data (Creswell, 2014). Through the reading of data, the 
researcher will make sense of the transcribed data for analysis. When the researcher 
understands the collected data, it will be easier for the researcher to identify themes and 
Table 1: Overview of Participants 
 Participants Schools Gender Race Qualification Experience 
Participant 1 A Female Black B-Ed Senior & FET 1 year 
Participant 2 A Female Black B-Ed Senior & FET 10 years 
Participant 3 A Female Black B-Ed Senior & FET 24 years 
Participant 4 B Male Black PGCE 1 year 
Participant 5 B Female Black B-Ed Inter & Senior 18 years 
Participant 6 B Female Black B-Ed Inter & Senior 3 years 
Participant 7 C Female Black B-Ed Inter & Senior 29 years 
Participant 8 C Female Black B-Ed Inter & Senior 23 years 
Participant 9 C Female Black B-Ed Inter & Senior 15 years 
Participant 10 C Male Black B-Ed Inter & Senior 15 years 
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find out how the identified themes are related (Creswell, 2009). In this study, I used the 
following six steps to analyse the transcribed data:  
Step one: raw data – collected data must be arranged and transcribed. Vaismoradi, 
Jones, Turunen & Snelgrove (2016, p. 101) describe Coding as the process of reduction 
and organisation of data in the qualitative approaches. 
Step two: preparation for data analysis – you must read the data with understanding and 
reflect on the conducted interviews 
Step three: read the whole data – the data needs to be coded. Maree (2007) argues that 
is the process where the data is categorised based on the identified themes. “Theme is 
the main product of data analysis that yields practical results in the field of study” 
(Vaismoradi et al., 2016, p. 101). 
Step four: coding of data – the descriptions of themes are made through the coded data 
for analysis (Creswell, 2014).  
Step five: Connection and description of themes – Discussion of themes with the aims 
of providing an in-depth, socio-contextual and detailed description and interpretation 
(Vaismoradi et al., 2016) 
Step 6: Meaning of themes – interpret and analyse the collected data according to the 
identified themes (Creswell, 2014). 
3.8. TRUSTWORTHINESS AND CREDIBILITY  
Trustworthiness is the key criteria that must be addressed by a researcher to ensure that 
the study measures or tests what is actually intended to without compromising the 
relevancy in order to get accurate information (Creswell, 2014). While credibility is 
important in ensuring trustworthiness. Every participant should be given opportunities to 
refuse, accept or withdraw from participating from the project so as to ensure that the 
data collection sessions involve only those who are genuinely willing to take part and are 
prepared to offer data freely and honestly (Creswell, 2014). Therefore, in this study face-
to-face individual interviews were conducted instead of focus group discussions and 
participants participated willingly, and they were informed that they could withdraw their 
participation at any time.  
This enabled the researcher to gather reliable data from the different members of the 
SBSTs. The researcher created a safe environment for participants to express 
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themselves freely and give honest opinions. The research participants were given an 
interview using the same set of questions and given clarity where needed. As mentioned 
earlier, every participant are allowed to use a language that they are comfortable using, 
but they were encouraged to use English as it is the language of teaching and learning at 
the school. Graneheim and Lundman (2004) further suggest that it is important for the 
researcher to ask all the participants the same questions and to make follow-up questions 
where necessary. Thus, all participants were asked the same questions to ensure that 
the study is accurate.  
 
3.9. ETHICAL CONSIDERARIONS 
Before conducting research the researcher has to obtain approval from the relevant ethics 
committee to undertake research that involve people (Maree, 2007). Creswell (2014) 
describes ethics as the moral assurance that require a researcher to conduct accurate 
information about a phenomenon in hand.  
As a researcher before I conducted the study, I requested permission from the ethics 
committee of the University of Johannesburg and the management of the selected 
schools. Only research participants were given the consent forms as they were the ones 
to be interviewed. The designed consent form was given to the research participants 
explaining details of the study, the role of the researcher and the role of the participants. 
The consent form as explained by Maree (2007) is designed to assure the trustworthiness 
of this study to ethical behaviour during the process of the study. Before the formal 
interviews the discussion about the research was explained in detail to the participants 
who took part in the research process. The confidentiality of the participants was ensured 
to the participants and I explained to them that participation in this study is voluntary and 
anytime a participant would feel to withdraw his/her involvement they could do so. 
Anything regarding the research participants will be assured confidential and it will be 
kept confidential and used only for the purpose of the research. The withdrawal of the 
participant will not affect the relationship with the researcher. Due to the sensitivity of the 
topic of sexuality, the psychologist counsellor was organised to assist those who would 
require the assistance. I then assured the participants and the principal that when I have 
completed my research, I will then come back to share my findings with them and to 
confirm with them if my finding are a true reflection of what they have presented to me.  
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To ensure the accuracy and reliable information given by the participants, permission for 
audiotaping was requested from the research participants. The researcher promised the 
participants that the results of this study would be made available to them. 
3.10. CONCLUSION 
This chapter outlined the way in which the research was conducted and methods that 
were used in order to explore how SBSTs cater for learners with same-sex sexual 
orientations. I also indicated the process in which the participants were sampled. Data 
collection, data analysis, trustworthiness, of qualitative research were discussed in this 
chapter. The focus of this chapter is based on the methodology used in this study. Based 
on the research questions underpinning this study, the researcher found the qualitative 
approach as best suitable for the study.  
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CHAPTER 4 
 
4. DATA ANALYSIS AND DISCUSSION  
4.1. INTRODUCTION  
This chapter presents the findings and analyses from the face-to-face interviews with teachers who 
formed part of the SBSTs. Face-to-face interviews were important for this study because they 
provided me with reliable information based on the individual perceptions. This study aimed to 
explore the perceptions and responses of SBSTs towards learners with same-sex sexual 
orientations in schools. The recorded interviews were transcribed verbatim into a Word document. 
After transcribing the data, I read the data again to get a comprehensive picture of the responses 
from the participants. The findings in this study are presented through a thematic analysis and are 
supported by the narratives of the participants. This chapter is divided into three themes with each 
theme containing sub-themes. The table below is the representation of sampled participants from 
three different schools as discussed in Chapter three. 
The presented themes are based on the research question from Chapter one of the study. The 
identified themes aim at answering the identified research questions from Chapter one and the 
objectives of the study. The questions are as followed: 
• How do teachers in School-Based Support Teams perceive same-sex sexual 
orientations? 
• How do teachers in School-Based Support Teams respond to issues of same-sex 
sexual orientations in secondary schools? 
• What are the needs of teachers in School-Based Support Teams to create an 
enabling and supportive learning environment for school youth with same-sex 
sexual orientations? 
Themes that were identified during the process of analysis are as follows: 
• School-Based Support Teams’ perceptions of same-sex sexual orientation 
• The responses of School-Based Support Teams towards same-sex sexual 
orientations 
• Needs of School-Based Support Teams to respond to learners with same-sex 
sexual orientation 
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4.2. SCHOOL-BASED SUPPORT TEAMS’ PERCEPTIONS OF SAME-SEX 
SEXUAL ORIENTATION 
4.2.1. Positive perceptions of same-sex sexualities 
The education system ensures equality for all learners and affirms, embraces and 
promotes democratic values within the teaching and learning environment (Rothmann & 
Simmonds, 2015). Therefore, it is the responsibility of the teachers who are at the 
forefront of the learning environment to ensure that learners’ uniqueness is embraced 
(Bhana, 2014). Francis and Brown (2017) state that the South African Constitution gives 
every citizen equal rights irrespective of gender and sexual diversity. Although the 
participant in the narrative below portrays an embracing discourse, it is ironic the way she 
could calls out their identity. 
“The majority of teachers in our school understand the situation of 
sexuality so they do not have any problem with them, they accept 
them, they love, they don’t discriminate them and they give them moral 
support in all angles even if I am not around” (Participant, 2).  
In hindsight the teacher may sound inclusive but her reference to these students as ‘them’ 
aligns with what Francis (2011) indicated that teachers were uncomfortable to even use 
the words gay and lesbian. Participant 4 further narrated:  
“When you are in a class or school environment, we must always 
emphasis equality for all and encourage learners to accept each 
other. Because if somebody does not accept you that means at the 
end of the day, you will not feel safe and you can commit suicide 
because you feel rejection by the community. We try by all means to 
ensure that learners are equally treated” (Participant, 4). 
This participant shows an understanding of an inclusive environment where everyone 
must be treated equally regardless of their differences. The emphasis of White Paper 6 
(DOE, 2001) on an education that is inclusive, providing equal educational opportunities 
for all and ensuring learning that meets the needs of all learners. Gaffney (2015) and 
Mfuthwana (2016) share similar sentiments with White Paper 6 in which the education 
system should promote the full development of all learners, irrespective of race, class, 
disability, religion, culture and sexual orientation. Sayed & Soudien (2003) argues that 
inclusive education was designed to facilitate diversity in the schooling environment. 
Participant 4 seems to agree with Sayed & Soudien (2003). 
R: “How does the school-based support team respond to learners 
with same-sex sexual orientation? 
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P4: Eish… mmh…. I think the majority of teachers understand the 
situation of sexuality so they do not have a problem because 
according to my experience they accept them, they love them, they 
don’t discriminate them and they give them moral support in all 
angles  
Participant 4 knows that teachers should ensure the support of learners by all means, but 
she is not sure if the support is truly provided as she says: “I think the majority of teachers 
understand the issue around sexuality” thus, she thinks they do not have a problem. 
Contrary to this, she reveals the fact that most of the teachers are not knowledgeable 
about inclusive education and issues around sexuality. Kumashiro, (2001) believes that 
through inclusive education learners become inspired to learn and teachers introduce an 
affirming space in which everyone’s differences are embraced and celebrated. Teachers 
in the SBST should ensure inclusion by providing maximum support to meet all the needs 
of learners and show respect, as they would love to be respected regardless of their 
differences (Donohue & Bornman, 2014a). When learners are given full support by 
teachers and taken care of, their academic achievement becomes very positive and 
facilitates academic competence (Mokhele, 2006; Makhalemele & Nel, 2015). Participant 
5 is processing the idea to accept learners with same-sex sexual orientations. This could 
be indicative of the need for more education to address the needs of learners with same-
sex sexual orientations: 
“mmh… on my side I am trying to accept them based on the support 
system that we are talking about (SBST), that we started with actually 
now they are there and we help them and, in the community, they are 
there” (Participant, 5)  
Participant 5 indicates that teachers are trying to accept learners with same-sex sexual 
orientations while they still perpetuate heteronormative values. Learners who are not 
accommodated in the school because of their sexual orientation often face challenges to 
learning. Thus, Participant 5 highlights the following. 
"One day I had to ask some of them (learners) like I asked the 
question in class. Guys, can you please come in front of the class so 
this guy stood up so when he came. Later on, I had to sit with him 
and ask him okay where do you belong this side or that side, 
confidently so he said I belong to the other side which is girls’ side so 
I said no its fine let me just accept him as part of female because I 
don’t wanna discriminate” (Participant, 5) 
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Some teachers understand that there are learners who do not conform to the norms of 
heteronormativity and every learner ideally should express his/her sexual orientation 
without the fear of being judged or discriminated against. This teacher shows self-efficacy 
in her ability to accept the boy for what he is. Self-efficacy is concerned with the 
confidence a person has in his/her own capabilities to solve problems positively and 
provide encouragement where it is needed (Bandura, 2006). Thus, learners should be 
allowed to embrace the sexual orientation and live their true self. This participant 
understands the concept of inclusion as indicated by Engelbrecht et al. (2015) who 
discuss the aim of inclusion as a way to encourage and promote equality for all. Pillay 
(2012) argues that teachers are expected to cater for the needs all learners irrespective 
of their differences, including sexual orientations and they must ensure equal respect. 
Participant 6 is of the same view that learners with same-sex sexual orientations should 
be accommodated as well as being treated like the rest of the learners.  
“Learners with same-sex sexual orientations are human beings just 
like anyone, they should be treated like anyone in the community that 
is why I am against the treatment they get from other members of the 
community and their peers because we are all humans; we are 
unique in our own way. If you are seen like this or portraying yourself 
in a different way as expected by the community, we should accept 
you the way you are without judging you” (Participant, 6).  
Participant 6 also believed that we must accept everyone in the community. When 
teachers get full support from each other as well as from those who are in management 
positions, they are able to share their successful experiences that eventually promote the 
feeling of competence and improve self-efficacy that leads to maximum support of 
teachers and towards all learners. In my interaction with Participant 2, I noticed that some 
teachers do not like how learners with same-sex sexual orientations are treated but they 
lack the ability to address issues of homophobic violence and bullying. Participant two 
does not like the discrimination towards learners with same-sex sexual orientation but 
she lacks the self-efficacy to address the situation.  
R:” How do you feel about the way learners with same-sex sexual 
orientation are treated in school or community? 
P2: Yhooo… it is very painful, remember they are just like us 
whatever pain we feel when we are not treated well, they also feel it 
that is why sidinga (we need) people who can protect them and make 
people aware that they are just human beings like us”. 
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Participant 2 shows the willingness towards supporting learners with same-sex sexual 
orientation but she lacks the courage and support from other teachers and school 
management. She cannot change the situation alone but every teacher should be part of 
the change. Francis (2010) shares the same sentiments as Participant 2, that learners 
with same-sex sexual orientations need support and that it is essential to ensure that their 
differences are embraced from a school to a community level. Participant 2 points out the 
repressive experiences and how it creates emotional harm. It is the responsibility of 
teachers to promote social justice, human rights, and well-being when faced with harm 
and discrimination (Potgieter, 2012). Her wish is to see everyone treated in a respectful 
manner. Participant 7 shows that it hurts the most to see other human being discriminated 
against because of the differences they exhibit to norms in hegemonic society. 
R: “How do you feel about the treatment learners with same-sex 
sexual orientation get from your school? 
P7: I feel bad because they are human beings, they should be treated 
like anyone so, I am against the treatment they get because we are 
all humans, they are unique in their own way. If you are seen like this 
or portraying yourself like this, we should accept you the way o le ka 
teng (the way you are)” 
Participant 7 shows an understanding of the fact that everyone must be treated with 
dignity and respect. This participant shows that if teachers have teacher self-efficacy, they 
can change the environment of the school and it must start from the management of the 
school. Setlhare et al. (2017) mention that when teachers have positive self-efficacy can 
be a tool in establishing a positive school environment. Thus, teachers need self-efficacy 
to create an environment that is conducive for every learner irrespective of their 
background or in this case sexual orientation. More so, participant 6 aligns with 
stipulations in the South African code of educators that prohibits … humiliation, and 
refrains from any form of abuse, physical or psychological (SACE, 2000. p, 4). Participant 
6 believes that the curriculum does address the issue of sexual identities.  
“In terms of the curriculum, they are trying to teach learners to accept 
these people to the society. The curriculum is trying to solve this 
discrimination towards learners with same-sex sexual orientation” 
(Participant, 6).  
Participant 6 is a Life Orientation teacher who understands the fact that the school 
environment should be inclusive and that it should ensure everyone gets equal 
opportunities. Rothmann and Simmonds (2015) state that discrimination of any kind 
 52 
 
should be prohibited especially by professional teachers who should be role models to all 
learners. Kumashiro (2000) alludes to the fact that teachers are expected to teach and 
ensure a safe learning environment and refrain from all sorts of oppression and 
discrimination. Thus, participant 7 narrates:  
If I can come across lesbian or gay being discriminated, I can 
definitely sit down with those who are discriminating, talk to them and 
make them understand that it’s his/her choice and there’s nothing you 
can do about it, you need to respect this person as a human being 
and I will see to it that this poor thing is protected and safe” 
(Participant, 7).  
In hindsight Participant 7 claims to show an understanding and compassion for the 
experiences that school youth with same-sex sexualities endure however the reference 
to ‘poor thing’ indicates a deficit outlook with identities with diverse sexual orientations. It 
is critical that construction towards school youth should be normalised and they should 
be seen as equal to their peers. The ‘poor thing’ has the experience because of the 
systemic oppression of non-heteronormative sexual orientations and the emphasis 
should be on the environment and not so much on the individual. Francis (2012) also 
mentions that schools should be the place where an inclusive and safe environment is 
guaranteed for every learner regardless of their sexual orientations. Thus, it is important 
for teachers to be well trained when it comes to the sensitivity of the school environment 
that everyone needs to ensure. As a support structure, the SBST should take a leading 
role in empowering teachers to affirm all sexual orientations in the curriculum, pedagogies 
and how they related to learners in the classroom.  
4.3. Negative perceptions towards same-sex sexual orientations 
Msibi (2011) states that dealing with sexual diversity is not an easy topic to address, 
especially in a community where heteronormativity is regarded as the only acceptable 
sexuality that exists in society. Francis and Msibi (2011) state that society regards 
heterosexuality as the normal sexual orientation by the community and that everything 
else is shameful and has to be fixed. Through my interaction with Participant 1 and a 
member of an SBST, it is clear that there are still teachers who are of the view that 
heterosexuality is the only sexual orientation recognised by the community.  
R: “How do you feel about the way in which learners with same-sex 
sexual orientation are being treated? 
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P1: Haha… wa e tse keng (you know what) this question for me 
eeeehh…. This question for me it’s tricky because I am a Christian, 
so as a Christian I feel like God will never make a mistake to give you 
sex organs of a boy and at the same time you want to be a girl. If you 
behave like them, like when you are a boy and you behave like a girl. 
My problem is that you are a boy and you should behave likewise 
because you do not have a womb…. 
R: Do you think God made a mistake by creating people who are 
male and attracted in other males or females who are attracted to 
another female? 
P1: No God didn’t make any mistake and they should be what God 
created them to be. If you are a boy be in a relationship with a girl not 
another way around”.  
Teachers are still strongly impacted by the personal views which often are filtered through 
religious values as also found by Francis (2011). Thus, she believes being in a 
relationship with someone who has the same sexual identity as you, you are against God 
and should not be part of the community. This is worrying because the South African 
Code of Ethics for teachers clearly prohibits discrimination and non-compliance through 
personal values has a direct barrier on the well-being of non-heterosexual youth. It is 
regretful that this teacher is on the SBST, but this support unit could have conducted a-
school workshop that brings awareness and a reminder to teachers of their statutory 
responsibilities. Not only is this SBST in violation of the educators’ Code of Conduct but 
this is a breach of the Constitution subsequently the SBST is not a refuge for learners 
who experience homophobic violence. In my conversation with the participating principal, 
I found out that learners with same-sex sexual orientations are not catered for.  
R: “s there anyone in your school who acts in a different way to that 
expected by the community or school?  
P9: oooh… Yes, there are a lot of them such as gays and lesbians. 
R: Why are they called gays and lesbians? 
P9: Because of the abnormalities, they show in the community like 
you cannot change who you are. These boys want to be girls of which 
that cannot be possible God created them like men” 
It is ironic that the principal referred to same-sex sexual orientation youth as abnormal 
but there is no opportunity to support or address this ‘abnormality’. It is also concerning 
that the head of the institution, who often sets the tone on all aspects expresses such 
repressive words. It is not surprising that there is no support for non-heterosexual 
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orientation learners. According to the guidelines of the SBST, the school principal is the 
chair of the SBST. This in turn means that the learners with diverse sexual orientations 
are at risk because their experiences in schools may not be seen as worthy of support 
and intervention. More so, he is aware of the existence of lesbians and gays in schools 
and according to his narrative, in large numbers. If the principal’s tone is that of 
abnormality than the conclusion is that non-heterosexual school youth are subjected to 
homophobic bullying. Again, the religious reference to God and creation is brought to the 
narrative and the head of the institution brands them as being in rebellion to their original 
creator. Although there is now expression to how these learners are treated in school, it 
is worrisome.  The principal in the above discussion confirms the argument by Brown and 
Diale (2017) that some of the senior management of schools such as principals and 
deputies, reinforce heterosexuality as the only acceptable sexual orientation and reject 
those who expressed same-sex sexuality. People with same-sex sexual orientations are 
still labelled with names by teachers and their peers and are given lesser opportunities 
than those who are heteronormative (Brown, 2017). My conversation with Participant 10 
confirms that when the management does not allow a conducive environment for all, 
teachers often promote what the principal/management believes in.  
R: What do you call learners with same-sex sexual orientations in 
your community/school? 
P10: They are generally known as gays or lesbian some call them de 
tabane 
R: Why are they are called with those names? 
P 10: Hahaha… I don’t know but they are known by those names. 
R: How are they treated in your community/school? 
P10: They are treated okay, but there some cases where they are 
not treated well. 
R: What might be the reason for them to be treated in that way? 
P10: I think some people don’t like them for what they are. 
R: How do you feel about the treatment they get from the school or 
community? 
P10: Aai yona it is not good, but I think they deserve the treatment. 
Remember they changed their originality in terms of their sex. Like 
you cannot have a man who is a wife at the sometimes. What do you 
call that? 
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Participant 9 and Participant 10 are from the same school. Participant 9, who is the 
principal in the aforementioned conversation, made reference to school youth with non-
heteronormative sexualities as abnormal. Here we find a narrative from a teacher in the 
same school who also aligns with similar views of the principal, claiming that same-sex 
sexual orientation is a choice and borders on notions of rebellion. What is more 
concerning is that homophobic behaviour is justified and perpetuated because it is 
perceived as deserving because of the deviation. This narrative also shows that school 
youth with non-heterosexual orientations at the school are certainly experiencing 
homophobic violence and clearly from teachers and peers. As members who constitute 
the SBST in this school, these narratives  align with Msibi’s (2012) research that school 
is not a safe place and that it is clearly exclusionary for learners with same-sex sexual 
orientations. Certainly, Kumashiro (2000) is accurate that we definitely need more 
education about the ‘other’ and an education that brings about change. More so, this 
indicates that educators, and in this case, the school leader, a member of this critical unit 
in the school either ignores policies or has no clear understanding of how these policies 
translate into everyday reality in an around the classroom. Considering that inclusive 
education in South Africa has assumed a social justice lens (Muthikrishna, 2008), it is 
disheartening that the rights of learners with same-sex sexual orientations are being 
violated despite constitutional and school policy affirmation and protection.  
It can be very, very traumatising. Some of the learners are 
experiencing very bad things at a very young age and most of those 
things you cannot even handle as a parent or adult. Teaching needs 
a heart of a stone otherwise you won’t survive here” (Participant, 2). 
One of the more positively inclined teachers seems powerless when faced with 
observations of homophobia. She expressed how disturbing it is to teach in such an 
environment where you witness such atrocities and cannot respond to them and one can 
possibly conclude that this is because of the school climate where such issues are non-
issues. Francis (2012) also found that very little that has been done to help learners with 
same-sex sexual orientation as they are commonly discriminated against and 
homophobia perceived as a way to ‘fix’ them. The response from Participant 2 also shows 
that no matter how much things have changed since 1994, the attitudes towards same-
sex sexual orientations in schools are still oppressive particularly among members who 
have a mandate to support children who experience cognitive and psycho-social 
challenges. Mchunu (2007) states that even though there are policies in place to protect 
learners with same-sex sexual orientations, teachers fail to ensure the implementation of 
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those policies or to enhance gender equality as well as break away from the negative 
traditional beliefs about same-sex sexual orientation. In addressing the imbalance of the 
past, committees were introduced to ensure inclusivity and provide the relevant support 
where it is needed to ensure equality for all (Makhalemele & Nel, 2015). During my 
interview with Participant 3 I found that issues of same-sex sexual orientation are induced 
by values outside the school domain and this could explain why teachers are non-
responsive to these violations.  
When there's no father figure in the house. Sometimes the cousins 
are also female then they end up being that. Like there was one boy 
who was gay and he was very handsome and neat one day he 
proposed one of the boys. When I found out this boy was raised by a 
single parent which is a mother figure, there was no father and he 
has an only older sister” (Participant, 3) 
Beliefs that sexuality is acquired is still a common belief among many communities in 
South Africa (Matee, 2018). The above participant believes that being attracted to the 
same sex is a choice or it arises from the influence of the people around you. She blames 
the absence of a father in the family context to same-sex attractions. These notions 
reinforce Western perceptions of family structures and compulsory heteronormativity and 
monogamy (Reygan & Lynette, 2014). It is therefore not surprising to find that parents 
often experience similar forms of violence and discrimination when their children identify 
with a non-heteronormative sexual orientation. Matee (2018) says that families were 
ostracised, subjected to discrimination and often had to ‘hide in the closet’ similarly to 
their children with non-heteronormative sexual orientations. African identities have been 
known to be fluid and multi-faceted in their relationships and expression before the arrival 
of missionaries and the colonial powers (Msibi, 2011). Not only does this bring in to 
question how school youth will experience the sexual orientation within a compulsory 
heteronormative culture but issues of a home-school partnership is threatened too. It 
could be offensive and damning to a parent-school relationships when a teacher alludes 
to the fact that a particular parenting style or family structure contributed to the ‘cause’ of 
a non-heteronormative sexual orientation within their children. There is a critical need that 
education about the ‘other’, how it frames the ‘other’ and creates social relationship 
should be shared to SBSTs. There is a need to undo the pathologising of non-
heteronormative sexual orientations within the dominant heterosexual community and 
more so in school structures such as the SBST. If you do not conform to heteronormativity 
you are not regarded as African and you will be subjected to discrimination and exclusion 
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from the society. The treatment of non-recognition towards learners with same-sex sexual 
orientations in education systems demonstrates that learners with same-sex sexual 
orientations become isolated by the system (Francis, 2017).  
"According to our beliefs as a community or our cultures. Remember 
God made male and female so if you want to change what God has 
created you to be. It's when problem start people start to be against 
you because wena (you) yourself you are against God” (Participant, 
8) 
Participant 8 further mention indicates that the belief of teachers has an impact on how 
teachers accept learners with same-sex sexual orientation. Due to Christian belief of 
teacher, learners with same-sex sexual orientation are neglected and discriminated. 
 “There are those who do not accept how God created them like gays. 
They want to be ladies while God created them to be men. They are 
confused people”. (Participant 8) 
 
The above narrative also reinforces one of the key gatekeepers of diverse sexual 
orientations. Francis and Reygan (2016) explain how conservative Calvinistic beliefs and 
values shaped the perceptions of diverse sexual orientations. Once again we identify from 
the narratives of Participant 8 who happened to be a school principal, how religion is one 
of the benchmarks to measure how learner identity is constructed. The ultimate authority 
through which this participant affirms learner identity is through a religious construction 
that seem to be dissonant towards same-sex sexual orientations. Learners who identity 
with same-sex sexual orientations are perceived to be rebellious, sinful and suffer from 
some form of mental difficulty. Brown (2018) found similar views when violence was 
justified through religious precepts to denounce non-heteronormative sexualities. What is 
concerning of these narratives emanating from the chair of the SBST and the head of 
school is that interventions could be subjected to religious practices to fix and realign 
learners to their ‘original state of creation’. LaSala (2013) found that eversion therapies 
that are often aligned with religious values are believed to deliver those with same-sex 
sexual orientations perceived to be evil spirits. The notion that gay learners who ‘want to 
be ladies while God created them as a man’ again highlights the compulsory binaries 
associated with heteronormativity. My concern is that the role of the principal is influential 
and may set the tone for the school culture and subsequently uphold homophobic 
violence and bullying. Those who do not align with their God-created sex will constantly 
be othered, doomed and be frowned about as rebellious against the highest authority. I 
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am not convinced that the SBST would be a safe haven with school youth who experience 
any form of homophobic violence and bullying. These fixed construction of men and 
women constantly resurface in the conversation. Participant 9 who is a colleague of 
Participant 8 confirms that when you deviate from these fixed expressions you are bound 
to experience discrimination. 
R: “How are learners with same-sex sexual orientations treated in 
your school?  
P9: Yhooo…. it is very difficult because most of the people are 
against their behaviour and do not get good treatment. In many times 
they are being discriminated a lot”. 
Participant 6 also indicates that in most cases management of the school is against 
learners with same-sex sexual orientation. This is not uncommon as similar experiences 
where recorded by Brown and Diale (2017) where the school’s deputy principal expressed 
homophobic values towards student teachers who had same-sex sexual orientation 
expressions. Learners who experience homophobic violence often seek help from the 
school management team (Brown, 2017; Msibi, 2012) but they receive very little response 
from them. Again, this study shows that the management team is unlikely to respond to 
homophobic violence and bullying.  
“I have never seen the school dealing with such issues but I have 
seen one of the School Management Team (SMT) trying to talk to a 
boy gore (that) you should be a man and you shouldn't act like this, 
this way” (Participant, 6). 
This is concerning because one of the interventions of the SBST could be to consult with 
the SMT to create an inclusive and non-repressive school environment. If this is the 
reaction of the SMT than many school learners are at risk of continued homophobic 
violence and bullying. Although pockets of positive responses are traced, the significant 
part of the results show that the SBST do not hold affirming values. It also shows that 
school youth with non-heteronormative sexual expressions are at risk of facing hostility 
should they take the liberty of seeking help from the SBST. 
4.4. Response of SBSTs towards same-sex sexual orientations 
This theme focuses on SBSTs responses to learners with same-sex sexual orientations 
who report incidents of homophobic violence and seek support. It further brings to the 
fore that learners with non-heteronormative sexualities are not treated equally and that 
the values found in this theme are largely responsible for discriminatory behaviours. I 
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found that teachers and members of the SBSTs lack strategies to respond to homophobic 
violence. There seems to be a bigger institutional challenge. The non-implementation and 
non-functionality of SBSTs has a direct impact on the wellbeing of (non-heterosexual) 
learners. It seems that marginalised learners in general are at risk of falling through the 
safety cracks of the schooling system. The absence of a SBST who is responsible for the 
ethos of care and support perpetuates oppressive notions towards non-heterosexual 
learners. Teachers’ belief that same-sex sexual orientation is not African creates the 
justification not to respond in an affirming and caring manner. 
4.4.1. Lack of knowledge to respond to same-sex sexualities  
When I discovered that teachers are conflicted by their personal values I thought it 
necessary to first explore their understanding of the function of the SBST. Although 
Participant 3 claims not be confident about understanding the role of the SBST, the 
response indicate that there should be a collective response to vulnerability and barriers 
to learning. What is surfacing is that personal values supersede the responsibility of care 
and support. 
R: “What do you understand about school-based support teams 
Mam? 
P3: Hahaha…. Uthina ngoku (what do you mean now)? I am not sure 
if I know it but I think it must be a committee that deals with the 
support of learners, like vulnerable learners or learners that are 
academically challenged”. 
It also appears from the narrative of Participant 2 that although they are aware of the role 
of care and support, the mere fact that they are not implemented creates a response of 
non-compliance.  
“I think School-Based Support Team is a committee that should look 
after the social problems of the school, but so far, it’s not 
implemented in our school” (Participant 2). 
What concerns me more is that participants do not seem to realise that care and support 
is the responsibility of every teacher. The SBST is a body in the school structure that will 
provide specific assistance. Despite the fact that all teachers in South Africa signed the 
Code of Conduct that make them directly responsible for the wellbeing of learners, they 
seem to assign it to the SBST. Participant 5 also seems to have some understanding of 
the SBST but the mere lack of implementation creates the impression that teachers are 
avoiding this responsibility.  
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“I think School-Based Support Team is a committee that should look 
after the social problems of the school, but so far, it’s not 
implemented in our school” (Participant, 2). 
The Department of Education (DOE, 1997) indicates that all teachers should practice the 
following principles to ensure a conducive environment for all. 
• Safe and supportive learning environments where learners are supported, feel a 
sense of belonging and are able to engage in the learning process irrespective of 
their sexual orientation; 
•  respect for humanity; 
• ensuring non-discrimination, democracy and human rights at all times; and 
• working with all the stakeholders to enhance the development of the teaching and 
learning context for all learners. 
I explored of those with SBSTs as negative responds when it comes to sexual diversity. 
The narrative below shows that SBST members’ responses are directly impacted by their 
beliefs around same-sex sexualities. 
“Some of them are faking it like the one I had who faked started to be 
lesbian and she was 18 years after matric but she has always 
behaved normal, ke nagana gore she was not free to do dilo tseo tsa 
gage (I think she was not free to come out). But after matric when 
she was staying alone it’s when she was doing dilo tseo tsa gage ko 
(did her things and showing up as a lesbian” (Participant, 7). 
Unpacking this narrative is a depiction that the learner in question had to conceal her true 
identity and conform to normative behaviours and expressions. What the member of the 
SBST fails to see is that the school environment contains toxic beliefs that deny learners 
who identify differently to subject themselves to performativity. Francis and Reygan 
(2016) discovered in their study with queer youth that often the self-protection from abuse, 
repression and discrimination leads to the hiding of non-heteronormative sexual identities 
and expression. The level of depression suffered by many young people in characteristics 
of compulsory heteronormativity spills over in other domains such as their learning and 
social interaction (Brown, 2018). Instead of the SBST member questioning how the 
environment has contributed to this ‘fake’ expression, the participant instead navigates 
down a blame angle. The normal/abnormal narratives surface again where the learner 
behaved normal implying that the lesbian identity or expressions signify abnormality. It 
raises the question as to whether learners with non-heterosexual identities and 
expressions would be rendered support and if they are rendered support would it be to 
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fix the abnormality? The non-disclosed or concealed sexual orientation in learning 
environments is wrapped in enumerate forms of compromised wellbeing aspects (Msibi, 
2012; Brown, 2017, 2018; Francis, 2017). As a unit of care and support it is essential that 
the SBST member should be well versed with such implications, not as the agent who 
would treat such but to make the necessary referrals to relevant service providers. With 
that being said Participant 5 shows that there is no training given to the teacher on how 
to establish SBSTs but they are expected to function in such capacities in schools. 
R: Have you ever received any formal training on SBST? 
P5: No, not at all but we were told by the principal that department 
wants us to establish the team and he briefed us on what the team is 
all about in a meeting 
R: Were you given any formal document that guides you on the 
formation of the committee? 
P5: Hahaha…. Kae nicks, there was no document given to us we 
were just told without any guidance on where to start. 
The functions and responsibilities of the SBST are well documented. The manner in which 
the SBST was constituted as explained by Participant 5 depicts an ethos of care and 
support within the school. As pointed out throughout this dissertation, the role of the SBST 
is to render care and support to vulnerable learners in schools who experience barriers 
to learning and to provide strategies for their teachers to create a more enabling 
environment for learning and agency. Learners who experience challenges within school 
might be burdensome to the school environment hence the ad hoc approach to 
constituting this critical unit. Although this study focuses on sexual diversity, it seems that 
all learners who experiences barriers to learning may be at risk of further deteriorating in 
the plight. The situation might be worse for school youth who identify with non-
heteronormative sexual orientations that are marked as abnormal. The reference to ‘we 
were told’ further creates a sense of a lack of ownership and commitment to this unit. It 
appears more like an instruction from the higher authority, and without adequate 
guidelines and support I fail to see how effective this unit could be. Kumashiro (2000) in 
his fourth tenet, education that brings about change, reminds an anti-oppressive 
education requires practical interventions that will counter normalised practices of 
othering. It is clear that the participant five lack efficacy to bring about change to school 
youth who face barriers to learning. Without training regarding the functions of the SBST 
it is impossible to render the necessary support and care required by these learners. It is 
simple, the SBST in this school is unlikely to be responsive to learners who may 
 62 
 
experience homophobic bullying and violence or any other form of challenges related to 
the marginalised sexual orientation let alone other forms of barriers to learning. 
Participant 2 also highlights teachers’ lack of knowledge pertaining to same-sex sexual 
orientation which in turns negatively impacts the responses to learners who face 
homophobic bullying.  
R: What do you think might be the reason for the discrimination 
against learners with same-sex sexual orientation like you have 
mentioned? 
P2: Lack of knowledge, there must be social workers or even if it’s 
not social workers in a school situation teachers must teach about 
these things, tell the learners or educate them to accept them 
(learners with same-sex sexual orientations) because for some of 
them like I said, in the beginning, it’s a fashion and some of them they 
are trapped in a wrong body so they cannot change themselves. We 
need to support them. 
It is the responsibility of the SBST to support teachers to create an enabling learning 
environment. It seems that the participants not only need knowledge to support learners 
but also skills on how to equip the broader teacher cohort to be proactive and responsive 
towards marginalised learners such as those with diverse sexual orientations. In addition 
the participant makes reference to a shortage of social workers. Is this a way of distancing 
teachers from the responsibility of care and support for learners who might be facing 
homophobic violence and in need of other support towards agency? Another disturbing 
element in the narrative of Participant 2 is the reference to same-sex sexual orientation 
as a fashion–something trendy and seasonal that could pass after a given period of time. 
If same-sex sexual orientation is perceived as seasonal and a passing fad than again the 
type of intervention offered by such a teacher becomes questionable and worrisome. 
Since it is seasonal, the SBST and teachers in general may simply ignore it until the 
season passes. Engaging in something fashionable could also be regarded as a choice 
and a different fashion can be imposed. Again the idea of it being a fashion subsequently 
locates same-sex sexual orientation as a choice made by the learner. Hence the 
perpetrators of homophobic violence might not be dealt with and the culture of violence 
and bullying could remain unchallenged by those in authority.   Participant 2 further 
indicates that SBST has not been implemented but that she is responsible for the social 
and academic developments of learners as she deals with such topics in Life Orientation.  
R: How does the School-Based Support Team respond and support 
learners with same-sex sexuality in your own school? 
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P2: We don’t have that committee but presently I am teaching LO 
and we deal with such issues so that when they grow up, they can 
understand this in the school so, I think according to my experience 
when they go to the outside, they will know (and) will teach others 
that discrimination of gays and lesbians is wrong and we must accept 
them. 
The role of the SBST is not only for support but also to advocate for a climate of inclusion 
care and support. When the SBST is not functional I am not confident that one (LO) 
teacher could transform the institutional climate that is so deeply rooted in 
heteronormativity. Homophobia in schools is normalised and in many cases it is not 
confronted from the highest authority levels of schools all the way down to the learners 
(Francis, 2011; Msibi, 2012; Brown, 2018). We have seen earlier that the participating 
principal in this study do not approve of sexual diversity. I doubt that the LO teacher could 
dent homophobia. It is thus critical that the DBE should revisit the implementation of the 
SBST as a mandatory school structure so that the necessary support could be rendered 
to this group. The SBST consists of different levels of school authority and teachers that 
could facilitate a change in the school ethos. Although individual care and support is 
critical for learners with non-heteronormative sexualities, I take the position that that the 
SBST could facilitate a non-tolerant school culture towards discrimination and bullying.  
“They are going through a hard time bona shame (repeated). 
uyababona nawe (you can see them as well) because very few 
people support them even most of the teachers do not like them. 
When they are accepted, they become comfortable and if they are 
not accepted for the way they are, they become withdrawn or 
reserved” (Participant, 3). 
The discourse of systemic and institutional homophobia (Francis, 2017) is a critical lens 
to undo the notion that learners with same-sex sexual orientations are victims and 
vulnerable (Msibi, 2012). Participant 3 reduces recipients homophobic bullying and 
violence to victims and does not question issues of privilege and othering as explained 
by Kumashiro (2000). Although I do acknowledge the unprecedented levels of trauma 
caused by homophobic violence and bullying (Brown, 2017) is essential that the undoing 
of such experiences should be largely located in systemic transformation. Participant 3 
and almost all participants in this study hardly focus on the role of the perpetrators as 
inflictors of these traumatic experiences. Again, there is a need to attend to these 
experiences but a proactive lens to the cause of these events and experiences is more 
critical. Hence the causes of exclusionary and repressive environments should be 
 64 
 
considered as the main focus of SBSTs in their supporting role of creating an inclusive 
environment for all.   According to Participant 4, learners with same-sex sexual orientation 
do not need any form of support but they must rather live a heteronormative life as she 
thinks God only created male-female attraction and nothing else. 
R4: How do you support them (learners with same-sex sexual 
orientations? 
P4: Support them? They do not need any support. I think they must 
understand that God created men and women so that they can live a 
normal life. 
The comment of Participant 4 underscores my position that the cause of homophobic 
violence and bullying should be explored. The challenge does not lie with the notion that 
school youth identify with a same-sex sexual orientation but the mere fact that personal 
beliefs govern how sexual diversity is perceived in schools (Francis, 2010; Francis & 
Reygan, 2016). These conservative religious views cause school youth to experience 
rejection from teachers who are centrally located to create enabling learning 
environments for all. Kumashiro (2000) strongly recommends an education that questions 
privilege and creates othering. Hence conservative religious privilege that creates 
othering is a critical force that needs to be dealt within the SBST structure and the school 
as a whole. The various hegemonic forms of privilege must be examined and explained 
to the SBST so that they can create a more accepting environment. The narrative by an 
SBST member that learners who identify with same-sex sexual orientations do not need 
support is a clear lack of understanding of the psycho-social realities in an environment 
of compulsory heterosexuality.  
In general these narratives from participants shows where SBSTs are instituted, they do 
not consider homophobic experiences has a matter of concern. The vilified perceptions 
of same-sex sexual orientations cause teachers in the SBST not to be responsive. 
Cultural and religious norms govern how teachers perceive the experiences of sexual 
diversity. Although the participants in this study acknowledge that the homophobic 
experiences are traumatic to the learners, there is no acknowledgement in the role of 
perpetrators. The non-normative ‘choice’ to sexual orientation seem to be accepted as a 
justified reason for violence and bullying and does not warrant support. Non-heterosexual 
orientations are also perceived as a fashion subsequently a face which could be a reason 
that teachers from the SBST are not responsive. This theme claims that heterosexual 
privilege is systemic and the perpetrators are not in question. Those learners who identify 
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with same-sex sexual orientation should simply ‘repent’ from their sinful ways and their 
schooling experience will be normal. Members from the SBST has no idea how to create 
an affirming, inclusive, supporting and safe learning environment that considers sexual 
diversity. Hence the SBST unit as a platform to provide an inclusive school environment 
that considers sexual diversity is currently like square pegs in round holes. 
4.5. THE NEED FOR SBSTS TO RESPOND TO LEARNERS WITH SAME-SEX 
SEXUAL ORIENTATION 
South African schools have been found to be unsafe spaces for school youth with diverse 
sexual orientations for over a decade (Butler et al., 2003; Bhana, 2012; Msibi, 2012; 
Brown & Diale, 2017; Francis, 2017). With all policies on inclusion, care and support, this 
is the most opportune time to create safe and inclusive learning environments for young 
people who are confronted with homophobic violence.  Considering the significant role of 
the SBST, I found this entity could be the ideal platform that could contribute to a cohesive 
schooling environment.  There seems to be an uncertainty of whether the SBST has a 
responsibility to ensure that the learning opportunities and agency opportunities of 
learners with same-sex sexualities are not compromised. When I asked members of the 
SBST what their roles are to responding to the needs of school youth with same-sex 
sexual orientations, the response was as follows:  
R: What do you think you need as SBSTs to respond to learners with 
same-sex sexual orientation? 
P6: … that’s difficult to tell but what I can tell is that we need to move 
away from traditional beliefs about who we should be in love with and 
understand (the) diversity that we have. 
There is a need to undo the traditional and limited constructions of gender expression 
and sexuality. Participant 6’s response about attraction as the root to repressive values 
to diverse gender expressions and sexual orientations has been prevalent in this study. 
The attraction confined to heterosexual orientations seem to frame even how school 
culture is constructed. There is certainly a need for education about gender and sexual 
othering as Kumashiro (2000) explains. It is an education that is lacking in the training of 
South African teachers (Rothman & Simmonds, 2015). The latter is not surprising at it is 
silent and invisible in the school curriculum (DePalma & Francis, 2014b). If there is a 
silence and invisibility in the diverse gender expression and sexual orientations in core 
elements such as curriculum and teacher education, it should not be surprising that the 
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homosexual dissonant values are still ‘official’ in understanding and response within 
school settings.  Participant 3 shares similar sentiments to those of Participant 6 that 
SBSTs need to ensure understanding of sexual diversity as the key in addressing 
homophobic violence among learners and teachers with same-sex sexual orientations. 
R: What do you think you as members of SBSTs need to ensure that 
you support and positively respond to homophobic violence that 
learners with same-sex sexual orientation are faced with? 
P3: Uyabona (you see) our traditional and beliefs have (a) big impact 
about what we believe in as old teachers and how we were raised at 
home. I believe we need to differentiate between what we believe in 
and what is expected of us when dealing with learners’ diversity. 
More especially towards sensitivity of sexuality. 
Participant 1 pointed out that it should not be the teacher’s responsibility only but those 
with higher powers should contribute to an environment that is inclusive and responsive 
to all gender expressions and sexual orientations. In theme one and two, a principal 
participant shared strong views that do not support an ethos that embraces diversity of 
this sexuality. The inverse could be more impactful if those with senior staff could endorse 
sexual diversity. It seems that teachers rely on what is affirmed by their seniors.   
 "We as the SBSTs need intervention and support from the 
management regarding issue of these gays and lesbians, in order to 
provide necessary support to them, then we can even assist their 
parents to understand those around sexual diversity” (Participant, 1). 
There is also a need to deal with knowledge of the uncomfortable. Participant 4 expressed 
the need for institutions who are knowledgeable in this area to create a favourable 
teaching environment. Participant 4 called for an awareness campaign for sexual diversity 
in and around the school environment. 
“Mnr remember the gay thing is new to many of teachers, and the old 
teachers were raised in such a way that you can only be in a 
relationship with someone with different gender as you. Now we need 
to have more public speaking and invite people from different 
organisations to talk about these issues in both schools and (the) 
community and make both learners and teachers understand these 
things” (Participant, 4).  
Most teachers in the past feared the backlash from parents who did not consent to their 
children learning about sexual diversity and as a result many teachers, even the 
progressive ones, would avoid teaching such topics. (Francis, 2010, Bhana, 2012). An 
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awareness campaign that would bring about understanding in and around the school 
environment would enable teachers to engage with this knowledge. As mentioned earlier, 
teacher education hardly addresses issues of sexual diversity. The challenge here is that 
knowledge should extend to education that brings about change (Kumashiro, 2000). The 
SBSTs should be equipped to respond to homophobia and be proactive in creating an 
inclusive learning environment. The narratives from Participant 4 highlights the 
inadequate education of teachers.  
Participant 7 further states that SBSTs need time to time collaborate with the DBST to 
assist them with the support towards learners with same-sex sexual orientations as they 
lack knowledge and skills.  
R: What do you think are the obligations of SBSTs to ensure that 
learners with same-sex sexual orientations are supported and 
protected? 
P7: You know what? nna (me) I think they need to work with District-
Based Support Teams and seek for help and advices. 
There seems to be a feeling of alienation at the district and even the national level. 
Participant 7 expresses the need for further guidance from their most senior leaders to 
equip them with specific knowledge and guidelines. The lack of engagement at this level 
makes SBST members feel they lack confidence and competence and this compromises 
the levels of efficacy to engage with certain aspects. The Department of Education (DOE, 
2005) states that one of the ultimate goals that teachers need to consider is that schools 
and other educational institutions need to work together to support learners and teachers 
to ensure the development of learners. The response below from Participant 8 shows that 
there is a great deal that SBSTs need to do in relation to discrimination against learners 
with same-sex sexual orientations. 
 “They do not come out; they are not free but they are there. They are 
afraid of coming out. They lack confidence, they are not who they 
are’” (Participant, 8). 
This narrative of Participant 8 is indicative of a school environment that does not celebrate 
differences and simply does not accommodate learners with diverse sexual orientations. 
It is thus important that SBSTs should be the front runners to create a school ethos that 
is welcoming, respectful and inclusive of all learners. The narrative of Participant 8 instead 
is a call for skills to establish a cohesive environment where learners should feel safe and 
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allow them to be who they are.  The Department of Education (DOE, 2005) states that 
some of the responsibilities that SBSTs need to ensure are: 
• human rights and social justice for all learners;  
• optimal participation and social integration of all learners;  
• equal access for all learners to a single, inclusive education system;  
• access of all learners to the curriculum so they can engage meaningfully with the 
teaching and learning process;  
• equity and redress of past inequalities and  
• Sensitivity to and involvement of the community. 
Participant 9 is of the view that dealing with same-sex sexual orientation is not easy and 
SBSTs need to seek professional support from psychologists and social workers for those 
who do not understand sexual diversity.  
“This is a difficult topic to deal about and it is a difficult issue that 
affect all gays people, I personal think SBST need social workers and 
psychologists to give awareness to both learners and teachers and 
provide counselling for everyone who is in need of it, including 
parents whereby most learners by doing so that can create a 
conducive environment for learners with same-sex sexual 
orientations even at home (Participant, 9).  
At first it seems as if Participant 9 abdicates the responsibility to care and support school 
youth with diverse sexual orientations but a closer look at this teacher’s remarks, 
acknowledges the complex needs that may arise from these expressions. I have already 
established earlier in this study that deep-seated institutional and social norms have led 
to psycho-social pressures on people who identify with non-normative sexualities. From 
the literature I established that it led to comprised wellbeing realities for school youth. 
What I sense from Participant 9 is that they need skills on how to establish inter-agency 
collaborations to ensure that all service providers are involved to provide a 
comprehensive understanding in supporting schools to create an enabling environment. 
Participant 7 further believes that if we discourage gay people from being gays they can 
change. 
P7: I always discourage these gays not to…… [to be gays] banna 
bashota (we have shortage of man) (Participant, 7). 
R: How do you discourage them Mam? 
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P7: I always tell them how good it is to date someone who is of your 
opposite sex and they should give it a try. Some seem to be 
convinced and willing to change. 
The narrative of Participant 7 who happen to be a principal, seems hold strong personal 
beliefs that are repressive to diverse sexual orientations. This calls for the need to undo 
personal beliefs that interfere with the values of a diverse and cohesive school 
environment. Francis (2012) found that teachers’ ability to be inclusive is largely impeded 
by personal values. There is a need to ensure that the SBST upholds the professional 
standards and values endorsed by the South African Council of Education.  
4.6. CONCLUSION  
This chapter focused on analysing the data that was gathered from ten participants 
through face-to-face interviews. The process of data collection and analysis was to 
discover the perceptions of SBSTs towards learners with same-sex sexual orientations. 
This study was guided by three research questions.  
• How do teachers in School-Based Support Teams perceive same-sex sexual 
orientations? 
• How do teachers in School-Based Support Teams respond to issues of same-sex 
sexual orientations in secondary schools? 
• What are the needs of teachers in School-Based Support Teams to create an 
enabling and supportive learning environment for school youth with same-sex 
sexual orientations? 
 
In this chapter, I discovered that most schools have not implemented the SBST structure 
which in turn compromised the opportunities for care and support for those in need. Most 
of the participating schools relied on the Life Orientation teacher to render services of 
care and support, who in many instances was not qualified to do so. The overall 
perceptions of teachers towards learners with same-sex sexual orientation are guided by 
their repressive cultural and conservative religious beliefs that privilege and affirm only 
heterosexuality. Schools are still practising compulsory heteronormativity that is an 
institutional culture and some SBST members overtly would discourage non-
heteronormative expressions. Some of the participating SBST members in this study 
were in clear violation of the Code of Ethics that determines teacher conduct and in so 
doing perpetuated notions of homophobia and sexism. The SBST members seemed to 
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uphold hegemonic values and lacked skills to create a cohesive, inclusive and safe 
learning environment for all learners regardless of background and ability. One of the 
main contributors to such behaviour is the lack of knowledge that would facilitate 
understanding of diverse gender expressions and sexual orientations. In the next chapter 
I will reflect what these findings mean for an inclusive school environment and make 
recommendations to address the challenges faced by SBSTs so as to be a unit that 
creates an enabling learning environment for all.   
 71 
 
CHAPTER 5 
 
5. SUMMARY, RECOMMENDATION AND CONCLUSION 
5.1. INTRODUCTION  
This chapter summarises the entire study and provide recommendations and 
conclusions. This study was conducted in three different secondary schools and the 
purpose was to explore the perceptions and responses of SBSTs towards youth who 
identify with same-sex sexual orientations in schools. Data for the study was generated 
through a qualitative research approach in which face-to-face interviews were conducted 
from purposively sampled SBSTs members. Thematic analysis was used to analyse the 
data collected from the schools. Three themes were identified that guided the analysis of 
the data for Chapter 4. This study aimed to achieve three objectives as identified in 
Chapter 1 of the study. The objectives were as follows: 
• To explore the perceptions of teachers in the School-Based Support Team's 
perceptions towards same-sex sexual orientation in schools; 
• To identify responses of teachers in SBSTs towards learners with same-sex sexual 
orientations; 
• To determine the needs of teachers in SBSTs to create an enabling and supportive 
learning environment 
This chapter explains whether the identified objectives were achieved or not. 
5.2. SUMMARY OF THE FINDINGS AND CONCLUSION 
The Department of Education introduced numerous social justice policies in redressing 
the systemic and institutional discrimination that emanated from the apartheid system. 
White Paper 6 emphasises the importance of inclusive education. White Paper 6 aims at 
promoting and facilitating a learning environment that accommodates all forms of diversity 
to ensure equal development through the necessary support and ethos of social justice 
(DOE, 2001). One of the entities initiated in White Paper 6 is the mandatory 
implementation of a SBST, a unit that consists of school staff that would focus on 
strategies to mitigate barriers to learning in a supportive teaching and learning 
environment. The role of the SBST is to proactively remove obstacles to learning be it 
through inclusive pedagogies, facilitating attitudinal change towards difference and 
advocating for adequate resources to ensure that learning is enabling. Additionally, they 
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had to facilitate support for learners and teachers to minimise any form of difficulty to 
learning and development. The SBSTs should ensure every learner in the school is 
catered for and a social justice lens is applied to opportunities of learning. A socially just 
education is guided by universal human rights in which everyone is perceived as equal 
regardless of ability, diverse gender expressions, religious beliefs, race and ethnic 
identities and/or sexual orientation (Potgieter & Reygan, 2012; Bhana, 2014). Therefore, 
SBSTs assist the school to empower, develop and encourage learners to aspire to holistic 
eminence. Moreover, learners should be afforded the opportunity to embrace their 
uniqueness and celebrate their similarities (Bhana, 2014). Thus, the implementation of 
the SBSTs in schools is critical in order to meet the needs of all learners. Reverting back 
to the focus of this study, South Africa has very progressive policies and a constitution 
that ensures the protection of every citizen including learners with diverse sexual 
orientations and gender expressions (Francis & Brown, 2017; Francis, 2014). However, 
this study discovered that school cultures are misaligned to these progressive policies 
(Francis, 2017). Lack of departmental monitoring has led to a failure of schools to 
implement this critical entity and subsequently this has compromised the wellbeing, care 
and support as guaranteed in the various educational policies in the South African 
education system. The DBE has instructed the schools to ensure the implementation of 
SBSTs to encourage and support inclusive education. However, schools reported a 
distancing from the DBE and subsequently felt ill-equipped to implement the SBST unit 
and other inclusive education-related policies. Therefore, the non-existence of SBSTs 
has led to the perpetuation of discrimination towards learners with same-sex sexual 
orientations. Where a SBST was in place, findings showed that it was a mere tick-box 
compliance and educators in the unit were not clear what to do. Most of the participants 
viewed the SBST as a unit where only learners who experience cognitive learning 
difficulties and forms of disabilities are to be cared for and supported. As to the realities 
of diverse gender expressions and sexual orientations it was considered farfetched as 
teachers’ beliefs were captured through a compulsory heterosexual construct which in 
turn was privileged in the school culture. Learners who did not conform to heterosexual 
norms have been regarded as vile sinners, and are subjected to discrimination and 
violence. An interesting finding was that the few teachers who supported learners with 
disclosed same-sex sexual orientations were Life Orientation specialists. It is worth noting 
that the Life Orientation teacher, according to the SBST guidelines, is a compulsory 
member of this unit. Subsequently, these teachers could have been instrumental in 
creating an enabling teaching and learning environment for gender and sexual diversity 
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if the SBST had been active. Participating teachers expressed a willingness to support 
learners who experience forms of discrimination and violence but the lack of support from 
higher authorities such as the principal and the DBE is causing a setback. The findings 
of this study also reveal that some of the principals confused the SBST (School-Based 
Support Teams) with the SGB (School Governing Body). The SGB consist of various 
stakeholders such as parents, community members, school leadership and teachers. The 
aim of the entity is to ensure effective school governance. Although this is also a platform 
where aspects of inclusion and diversity could be addressed, the principals in this study 
failed to institute the SBST, which is crucial to the wellbeing and enabling of learning 
opportunities for all. 
 
I would like to reflect on the research questions and how each was responded to. The 
main research question asked how SBSTs perceive same-sex sexual orientations and 
respond to the needs of learners with same-sex sexual orientations. The main research 
question was supported by three research sub-questions that are as follows:  
• How do teachers in School-Based Support Teams perceive same-sex sexual 
orientations? 
• How do teachers in School-Based Support Teams respond to issues of same-sex 
sexual orientations in secondary schools? 
• What are the needs of teachers in School-Based Support Teams to create an 
enabling and supportive learning environment for school youth with same-sex 
sexual orientations? 
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5.3. SUMMARY OF HOW EACH QUESTION OF THE STUDY WAS ANSWERED  
The data yielded responses that provide answers to all three questions. It is important to 
point out that not all schools had SBSTs and although that is the focus of the study, I 
deliberately continued with my research in these schools to explore how schools respond 
to the needs of youth with diverse gender and sexual orientations. Findings in such 
settings show the increased vulnerability of those with diverse gender and sexual 
orientations owing to the absence of this crucial unit that could have rendered care and 
support.  
5.3.1 How do teachers in School-Based Support Teams perceive same-sex sexual 
orientations? 
Despite the various policies in education that promote diversity, social justice and guide 
teacher conduct, teachers’ perceptions regarding learners with same-sex sexual 
orientation were rooted in repressive personal dispositions. Teachers’ beliefs emanated 
from conservative and dissonant social values that vilify same-sex sexual orientations. 
The findings show that teacher's perceptions regarding same-sex sexual orientations are 
based on their religious and cultural beliefs which sadly coincide with similar reports done 
seven years ago by Francis (2012). They mentioned that same-sex sexual orientation is 
abnormal and a choice; they invariably pathologise and subject it to a ‘fixable’ identity this 
concerning finding illustrates that little transformation has taken place to ensure that 
teachers create enabling learning environments for all learners. Compulsory 
heteronormativity still governs those thought processes and inevitably practices. Findings 
aligned with a similar study conducted by Brown (2017) where school youth were coerced 
to believe that a man should be attracted to a woman or woman attracted to a man. From 
the collected data it is clear that teachers, after twenty-five years of democracy, still 
perceive same-sex sexual orientations as un-African and a sin. The unacceptability of 
same-sex sexual orientations despite constitutional and policy protection is a reminder of 
what Msibi (2013) pointed out that the transformation agenda in South Africa overly 
focused on social justice along race and neglected other forms of oppression such as 
homophobia and sexism. There is an urgency to align initial and in-service teacher 
education with all variables of diversity to ensure that all children are equally and 
adequately catered for in an enabling learning environment. 
. 
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5.3.2 How do teachers in School-Based Support Teams respond to issues of same-
sex sexual orientations in secondary schools? 
Considering the above discussion on the beliefs of teachers, it was not surprising to find 
that teacher responses to homophobia and sexism was governed by those very beliefs. 
This study found that because the majority of teachers believed that same-sex sexual 
orientation was sinful and un-African, they would avoid teaching the topic or facilitating 
dialogues that are linked to it. Teachers’ positioning was that learners who expressed 
same-sex sexual orientations deviated from the norm of heterosexuality and warranted 
punishment with the aim to cure them. Teacher responses to reports of same-sexual 
orientations was to ensure that they change and become ‘straight’. This is problematic in 
many ways as those who were responsible for homophobic violence and bullying were 
aided in their hurtful actions. These realities are found in schools regardless of the moral 
burden of the teacher to promote social justice, human rights and embrace the differences 
that each learner exhibits (Potgieter, 2011). Because many teachers believe that same-
sex sexual orientation is un-African they tend to promote discrimination against learners 
with same-sex sexual orientations. Mchunu (2007) states that teachers should teach 
learners about their sexual orientations as stipulated in the Life Orientation curriculum, to 
enhance gender equality and assist learners to break away from the repressive traditional 
beliefs about same-sex sexual orientation. Few teachers showed positive responses 
through counselling and offering comfort when learners complained of homophobic 
violence and bullying. Learners with same-sex sexual orientations are left to fend for 
themselves and not surprisingly are found to be vulnerable, suffering from mental health 
conditions and resorting to risky behaviours (Brown, 2017).  The South African Code of 
Conduct clearly requires from educators to “avoid any form of humiliation” and to refrain 
“from any form of abuse, physical or psychological" (SACE, 2000. p 4). Teachers are 
expected to build learners towards becoming responsible citizens of society, but when it 
comes to learners with same-sex sexual orientations the realities are grim. It is for this 
reason that Kumashiro (2001) calls for anti-oppressive education that questions privilege 
and perpetuates othering as well as an education that brings about change. It becomes 
more apparent that not only do teachers in the SBST need knowledge about sexual 
diversity but they need to be equipped to respond to homophobic violence and bullying. 
There is also a need to be proactive to create a school ethos that fosters social cohesion 
and inclusion that will bring awareness of diversity to minimise incidents of discrimination. 
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5.3.3 What are the needs of teachers in School-Based Support Teams to create an 
enabling and supportive learning environment for school youth with same-sex 
sexual orientations? 
For teachers to perform all their duties as well as extracurricular activities they need 
support. If heteronormativity has been the norm it is likely that othered identities were 
rendered invisible and silent in teacher education (Rothmann and Simmonds, 2015). I 
take that view that privilege does not see privilege hence teachers may not even be aware 
of the fact that their beliefs are repressive because of their hegemonic status. There is a 
critical need to undo compulsory heteronormative teacher education and training 
programmes that silence certain identities. Ongoing training about diversity education and 
in the case of this study, gender and sexual diversity should be prioritised.  
 
Training should focus on three levels. Firstly, training for the SBSTs should focus on 
teacher and personal beliefs and values systems. By aligning teachers’ values with the 
Constitution and policy guidelines is of critical importance. Secondly, SBST members 
should be empowered with strategies that support learners who experience homophobic 
violence and bullying. The aim is not to reduce learners with non-heteronormative sexual 
identities as victims and tragic tropes but to illustrate how institutional oppressive 
practices create othering and discrimination. To ensure the latter, the third need for the 
SBSTs is to equip them with tools to proactively create a positive school environment that 
celebrates diversity. 
5.4. REFLECTIONS, LIMITATIONS, CONTRIBUTIONS AND 
RECOMMENDATIONS 
5.4.1. Limitations of the study 
This study was limited in that only data from three schools was collected and only ten 
members that were regarded as the support structure in the absence of SBSTs in all the 
schools. Therefore, the findings of this study cannot be generalised beyond the 
experiences of the teachers who were interviewed in the absence of SBSTs. Only one 
principal was interviewed, and the other principals said they do not form part of the 
support structure of the school and that only Life Orientation teachers are part of the 
support structure of the school. This is indicative of how evasive principals are in their 
responsibility as a mandatory member of the SBST. Two principals knew about the 
SBSTs but they did not know how to start to establish SBSTs as they lacked knowledge 
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about how to do so. Only one of the principals I managed to interview knew that she 
should implement a SBST but she did not know where to start as she indicated that she 
also lacked knowledge of how the team operates. When I informally engaged with the two 
other principals they indicated that there have been no workshops about SBSTs yet they 
are expected to implement the teams. The research participants requested to use their 
own home languages when they did not feel comfortable with English. At times it was 
difficult for the researcher to translate some of the phrases into English because of the 
risk of losing the true meaning of the expressions and narratives. Some participants 
requested not to respond to some of the questions that were asked about learners with 
same-sex sexual orientations. All the schools that were interviewed did not have SBSTs 
and claimed that they had no idea on how to start establishing the team and blamed the 
DBE for not providing training workshops related to them. 
5.4.2. Contributions of the study 
Schools are spaces were learners develop beyond the cognitive agenda. Schools are 
places were learners develop identity, learn about democratic citizenry and develop a 
sense of belonging. More than that, schools are places where many vulnerable learners 
find refuge. The SBST is a unit that aims to provide care, support and comfort for learners 
who experience diverse ranges of challenges. This important unit could play a significant 
role in providing an enabling, safe and inclusive learning environment for all learners 
regardless of background or ability. Considering the focus of this study on school youth 
with diverse sexual orientations, the emerging literature focuses mainly on the repressive 
experiences in schools. There is a silence on how schools respond to homophobic 
violence and bullying. This study is critical as it moves beyond the discourse of 
homophobia in schools. The significant contribution is that it points to the SBST as a unit 
in the school that could confront compulsory heteronormativity which is a source 
homophobia. The study also contributes to an understanding of how broader systemic 
failures lead to non-responses in other areas. The failure of the SBST to respond to 
homophobia is a broader issue and should be addressed at higher levels. I believe that 
this study calls for a dialogue of gender and sexual diversity that moves further than just 
the reported violence but suggests adequate responses. 
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5.4.3. Recommendations 
The findings of this study show that the schools are in need of SBSTs as recommended 
by the DBE. Schools do not have SBSTs because they are not confident enough to 
establish such committees and that leads to learners with same-sex sexual orientations 
being victims of discrimination and their becoming school dropouts. The 
recommendations provided will hopefully assist teachers to implement SBSTs at their 
schools.  
• I firstly recommend that principals should collaborate with the District-Based 
Support Teams: Principal need to consult the Department of Basic Education to 
provide the school with workshops that will ensure the success the implementation 
of SBSTs. Mphahlele (2005) states that through collaborative SBSTs, teachers will 
be able to share information on how to improve the means of content delivery to 
maximise effective teaching and learning; by doing so it will also ensure support 
for learners with same-sex sexual orientations. Principals who are struggling to 
establish SBSTs should collaborate with other schools that have already 
implemented such teams. Mfuthwana (2016) emphasise collaboration of all related 
departments and stakeholders in the education system, to provide interventions 
that will bring about equality in the school and provide learners with a conducive 
learning environment. By doing so, they can successfully implement the team and 
ensure the support of every learner in the school including learners with same-sex 
sexual orientations. 
• The principal should work very closely with the support structure of the school 
(SBSTs): It is one of the principal’s responsibilities to ensure that policies are 
implemented in school, therefore principals must not distance themselves from the 
committees of the school. They must monitor the functioning of committees and 
teams. When the school does well, the principal is the first person to get the credit, 
therefore he/she should take responsibility for ensuring that the school is well 
equipped with the necessary skills to run an SBST. 
• The Department of Basic Education must provide SBSTs with a policy that clearly 
prohibits the discrimination against same-sex sexual orientations: by doing so, it 
will assist the SBSTs with the necessary guidelines of what is expected when it 
comes to gender diversity and same-sex sexual orientations. The provided policies 
should clearly indicate direct policies towards learners with same-sex sexual 
orientations. There is a need for the department of education to educate teacher 
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about learners with same-sex sexual orientations.  The absence of these policies 
that clearly talk about learners with same-sex sexual orientations contributes to the 
anger and prejudice shown towards learners with same-sex sexual identities.  
• The teachers who teach Life Orientation should be qualified to teach the subject: 
this study found out that teachers who teach Life Orientation do not even have a 
background in the subject. Life Orientation has sensitive topics that need someone 
who is qualified to teach the subject. Principals must ensure that teachers who 
teach Life Orientation are fit enough to teach the subject and are able to address 
the sensitiveness of all the topics. The Life Orientation CAPS policy document 
(DBE, 2011, p. 4) states that teachers who teach the subject should place 
emphasis on “ensuring that the educational imbalances of the past are redressed 
and that equal educational opportunities are provided for all sections of the 
population”. It is difficult for the teachers who are not qualified to teach the subject 
to address the above-mentioned democratic principles thus, it is important that 
teachers who teach the subject are qualified to do so. Department of education 
need to ensure that they workshop member of the SBSTs and make follow ups on 
the functioning of the team. 
5.5. CONCLUSION 
In conclusion, this study pointed that research in gender and sexual diversity should move 
beyond discourses of violence and bullying but should look to institutional responses. It 
highlighted that these potential platforms for change, care and support need critical 
reflection to ensure that it is functional and responsive to the broader educational values 
of South Africa. The non-functionality of SBSTs renders learners who are vulnerable to 
unquestioned repression and violence which compromise their learning and wellbeing. In 
the case of this study, learners with same-sex sexual orientations are victims of 
discrimination. School leadership need to seek for assistance from the Department of 
Basic Education to implement SBSTs in schools that will also fight against the 
discrimination of learners with same-sex sexual orientations. This study shows that 
teachers who are regarded as part of the support structure of the school in the absence 
of SBSTs are Life Orientation teachers most of which are not even qualified to teach the 
subject. Therefore, they believe that heterosexualism is the only sexual orientation that 
should be accepted in the community and any other sexual orientation is un-Africa and is 
a sin. Anyone who does not conform to heterosexuality needs to be ‘fixed’. Teachers 
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believe that learners with same-sex sexual orientations are influenced by the manner in 
which they are raised. For example, a learner raised by a single mother is believed to be 
more likely to deviate from heterosexuality. The literature review in this this study and the 
collected data show that teachers treat learners based on their cultural beliefs that are 
dominated by heterosexual norms. I firmly belief in an education  that brings about change 
to facilitate a cohesive learning environment that is safe and inclusive of all learners.  
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APPENDIX A: Research protocol Participant consent forms  
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APPENDIX B: Example of transcribed face-to-face individual interview 
NB: All the participants were given the instructions about the study prior this interview 
and I explained that the participants could withdraw their participation at any time they 
wanted to and that participation was voluntary.  
Transcription: Interview Audio     
Participant: XXXXXXXXXX   Researcher: Sindisa Bila   
P = Participant     R = Researcher    
Numbers = Line numbers  
346 R Good morning Principal  
347 P7 Good morning Mnr  
348 R How are you Mam 
349 P7 I’m well thanks and you 
350 R I am good too Principal 
351 P7 Good to hear that 
352 R I am back again as promised during the last time we met for my research 
353 P7 You are welcome Sir 
354 R Let me waste no time and start by reminding you some of the things. 
355 P7 Okay 
356 R This research is about the perceptions and responses of school-based 
support teams towards same-sex sexualities in schools.  
 
As I said before your participation is voluntary in this research, you can 
withdraw anytime you would like and there will be no consequences   
regarding your relationship with me as a researcher. If there’s a question that 
you do not feel comfortable to answer you can decide not to respond to it.  
357 P7 It’s okay 
358 R What do you understand about School-Based Support Teams (SBST)?  
 
359 P7 It is about teachers who support learners ba le gore ba confuse ka sexuality 
ya bona and other social issues  
357 R What do you know about the word gender? 
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358 P7 Gender its male and female, sexuality of a person 
359 R How do you differentiate between those genders? 
 
360 P7 Ka physically, we differentiate them physically and at times kaaa… no 
physical 
361 R Is there any specific role for each type of gender? 
 
362 P7 Not actually but in the past, there were role for males and role for females but 
not actually these days. Now in these days they see each other equally, like 
males can do what females are doing. There’re no specific roles. 
363 R Is the anyone in your school/community who acts in a different way than is 
expected by the community or school? 
 
364 P7 Yes, there is 
365 R What are they called by the community or peer? 
 
366 P7 they are called gays and lesbians. Some call the mofies some call them boys 
to girls or girls to boys there are so many names tse baba bitsa ka tsona 
367 R Why are they are called with that name? 
 
368 P7 Akere they call themselves like that but even the community that’s how we 
know them 
369 R How are they treated in your community/school? 
 
370 P7 They are being discriminated against in most cases, because of their 
sexuality, the way they act and batho babangwi they haven’t yet accepted 
them as community members which is also not a good thing actually. 
Because each and every person o na le freedom but they are not treated well 
in the community but basically mo skolong sarona they are hidden. There’s 
no one who is public a gay or public a lesbian. 
[here at school you do not have them?] 
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Yes, we do but they do not come out, they are not free but they are there. 
They are afraid of coming out. They lack confidence, they are not who they 
are. Community take them like… what one can say baba undermine. If you 
are man and wearing woman’s clothes, how do I respect you. They disrespect 
them  
371 R What might be the reason for them to be treated in that way? 
 
372 P7 Because they are seen as, like bra for them they lack confidence. They are 
not who they are. Baba tsaya like, what one can say mara baba undermine. 
If you are a man and wearing woman’s how do I respect you. They are 
discriminated because of the way they present themselves. 
373 R What do you think are the needs of SBSTs to ensure that learners with same-
sex sexual orientation are supported and protected? 
374 P7 You know what? nna I think they need to work with District-Based Support 
Teams and seek for help and advices 
375 R How do you feel about the treatment they get from the community/school? 
 
376 P7 I don’t have a problem with them, but it’s difficult for me as a principal because 
you cannot allow a gay to go to girls’ toilets because you do not know what 
might happen there in the toilet because you are not there and you gave them 
that freedom that they can go anywhere so it become difficult. I don’t have 
them actually but if I had them, I wouldn’t allow them it would create chaos. 
 
Nna personally I have accepted them and I don’t like how they are treated by 
the community and it hurt ko di parents. As a parent its difficult especially 
when you are a Christian parent, its very difficult to accept when your child is 
gay. Wena [parent] you expected to have a son and, in most cases, we regard 
male children as there ones who will take the family name to higher heights 
then all of a sadden this person is a gay and you are expecting children from 
this person. As African we believe that we must have our own children our 
blood and if I adopt the child, I don’t know the ethnic group of that child. When 
the child grows up need cultural customs and I don’t even know them. How 
am I going to deal with that child?  
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377 R Is there any committee/ team that is implemented to support learners with 
same sex sexuality? 
 
378 P7 Yes, there is a school-based support team which is not functional. It is 10% 
functional, they don’t even keep records so its haphazard. They attend cases 
as they come so it’s not functional. Ha e na order. The support team must 
have a file, they do have a list of needy, and social problems things like that 
but they don’t make meetings, they don’t present that’s why we say it’s not 
functional.  
379 R What is the role of school-based support team? 
 
380 P7 Is to support learners socially and academically 
381 R How does the school-based support team (committee) respond to learners 
with same sexuality? 
 
382 P7 We do not have them in our school, I do have but they do not come out public 
for a person to be who he is. They hide so it is difficult for the school to say 
re fana ka support up to this far. Its only one girl in the past who was saying 
nna ke batla go apara barogwe and we allowed him not to wear skirts 
because there’s nothing we can do. And if they come out gore nna I am a 
lesbian or I am a gay there’s nothing we can do, we are going to support them 
up to a certain extent. We wouldn’t allow a gay to a skirt,  
383 R What is the role of school-based support team (committee) in relation to 
learners with same-sex sexuality? 
 
384 P7 We do not have those learners here. 
385 R How do you handle the situation where learners with same-sex sexuality are 
being discriminated against or violated? 
 
386 P7 If I can come across such, I can definitely sit down with those who are 
discriminated talk to them and make them understand go its his/her choice 
and there’s nothing you can do about it, you need to respect this person as a 
human being and I will see to it go this poor thing is protected and safe. Gay 
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eo yam o dimo eo. If he/she is being discriminated because of sexuality, I will 
always be there to support him/her. Ke tla mo lahlela kae? He a go na ko 
nkamolahlela ko teng.  
387 R What kind of support they get from the school, when it comes to the 
discrimination they get? 
 
388 P7 We do not have such cases here in our schools. 
389 R What is the role of the curriculum regarding same sexuality? 
 
390 P7 They are accommodated, they do address the gender related issues, they do 
talk about them but it’s not so much emphasises because we never had a 
situation. And LO teachers are free to teach it and I am one of them, I don’t 
have a problem to teach such issues. 
 
but I always discourage these gays not tooooo [to be gays] banna bashota 
(we have shortage of man). 
391 R How do you discourage them Mam? 
392 P7 I always tell them how good it is to date someone who is of your opposite sex 
and they should give it a try. Some seem to be convinced and willing to 
change. 
393 R Please reflect on your experiences as part of the School Based Support Team 
or supportive structures in your school when it comes to learners with same-
sex sexuality 
 
394 P7 Some of them are faking like the one I have who fake started to be lesbian 
and she was18 years after matric but she has always behaved like, ke nagana 
gore she was not free to do dilo tseo tsa gage. But after matric when she was 
staying alone at its when she was doing dilo tseo tsa gage ko. Community 
play a role, like when you go to Potch, you get a very huge percentage of 
gays and lesbians kom Potch and less in Klerksdorp. So, in Potch community 
it’s easy to be. They have accepted and now it’s become fashion and another 
thing when I’m saying some are fack, o batla go experience. Like there’s one 
who started dating [lesbians] but one was married before and had 2 kids. She 
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went to Bloemfontein and then joined these born-again churches and then 
there was a pastor who was saying wa Morata and it was a female pastor. 
They stayed together for two years after that she stop. And I asked go when 
did you became a lesbian and she said I wanted to experience. Now the 
pastor is still wanted her back and she tell the pastor that she is not a lesbian. 
So, they do it just for fun.  
 
We just support them because we do not have a choice, mara ke de lesbians’ 
tsa eng tsena. There two ko tigang that are married and the lobola was paid. 
They are still staying together and it has been 12 year now. But the other one 
is a male and the other one is a female so the female one wa jola le bo 
ntatebut they stay together. So, you can see that person is not a lesbian {b 
anna ba sakere} 
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97 R Good day Mam 
98 P3 Hahahahah…… suka wena Sindisa sudlala ngam (don’t play about me) 
99 R How are you Mam 
100 P3 I am good, I can’t complain how have you been doing wena 
101 R I have been doing good man.  
 
I am back as I promised last time for my research 
102 P3 You are welcome 
103 R Let me start by remind you my research focus, it is about the perceptions and 
responses of school-based support teams towards same-sex sexualities in 
schools. 
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104 P3 Okay 
105 R Last time we agreed on audio recording interview in which the audio will be used 
for the purpose of the research and your name will not appear in the publication of 
this research. You have the right to withdraw or not answer questions that you are 
not comfortable to answer  
106 P3 No problem 
107 R Let me start by remind you my research focus, it is about the perceptions and 
responses of school-based support teams towards same-sex sexualities in 
schools. 
 
108 P3 I still remember it and it is a very interesting research yazi 
109 R Thank you, Mam let me not waste your time. 
 
What do you understand the word gender? 
110 P3 Gender is to differentiate between male and female  
 
111 R How do you know if a person is male or female? 
112 P3 Number one we identify clothes, number two the structure of the body, 
three sometimes een the momomo movement. 
113 R Are there any roles for the people that are regarded as male or female? 
114 P3 Yes, there are some role as we know female must clean and they must 
always be clean at all times. The males ngexesha lethu bebengajongwa 
kakhulu responsibilities zabo they were limited, for females they were 
unlimited they always, bebesenza umsebenzi up to umsebenze we males. 
115 R Is/Are there any in your community or your school who act different from 
the roles they are supposed to be doing? 
116 P3 Yes, there are. 
117 R What do you call them in your community/school? 
118 P3 Sweetie, lovey, baby. You must not call he/she a boy or a girl they become 
very sensitive when you call them a boy or a girl 
119 R Why are they are called with that name? 
120 P 3 Because of they want to be called by those sweet names. 
121 R How are they treated in your community/school? 
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122 P3 The treatment is not that bad these days because babona eTV ukuthi they 
are also human beings no matter what is their eeee their sexual orientation. 
They are going through a hard time, they are going through a hard time 
(repeated) bona uyababona nawe, and because very few people support 
them even most of the teachers does not like them. If they are accepted, 
they become comfortable the way they are if they are not accepted the way 
they are, they become withdrawn or reserved. 
123 R What might be the reason for them to be treated in that way? 
 
124 P3 Because they do not present what they really are and they change their 
originality 
125 R How do you feel about the way community treat those people? 
126 P3 I feel bad, I feel bad (repeated) ikhona sizayithini they know the reason 
behind although they know their reason. They do have their own reason at 
the back of their minds.  
127 R  Does the school have School-Based Support Team (SBST) 
128 P3 Hahahah…. Uthina ngoku. Hahahah…. Here? Uthina ngoku (what are you 
saying now) there’s no such but principal one told us in a meet that we 
should form it and as for now we do not. 
129 R Which committee is responsible for social need of learners and helping 
those learners who are being discriminated because of their sexual 
orientation? 
130 P3 We do not have any in my school 
131 R  How do you deal with cases whereby the learners you just mentioned 
earlier are being discriminated  
132 P3 You discipline them by yourself or you take them to the principal. 
Sometimes you take the learners to life orientation teachers 
133 R How do they handle the case? 
134 P3 They support them positively there’s no negativity though they talk about 
them behind their backs because they don’t want them to be, ukuthi bave 
kabuhlungu you understand. In other words, they pretend. There was one 
of the leaners apha egrade 10 ethanda uza kum, uthanda uthetha njenge 
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ntombazana. Bayandibuza lo ingathi ngu, ndithi kubo he e. ndiyombiza 
ndithi hee bhuti kanti nawe ungu sisi. Uthi hayi mam ndinjalo. Ndiyabona 
ukhuliswa ngumama. Sometimes abanye they become affected because 
bakhuliswa ngabantu abango mama. When there’s no father figure in the 
house. Sometime the cousins are also females then they end up being that. 
Sometimes they take themselves out of that life. Ukhona omnye omhle 
kakhulu wadibana nomnye ekucaca ukuba uyakobobumi obo 
ndandibaculisa. Caba lo wacela uthando komnye, ngama khwenkwe oyi2. 
Le yala, omnye u neat marn nnawe xa umbonayo uzobona ukuthi this one 
is a male maara ukuthi uclean undidlula nam ndingu mam wakhe. It’s a pity 
akekho, is very clean that boy. Ithe ecela uthando wathi andifuni uphila obo 
bom obo mna. Xandicinga ndabona ukuthi this boy maybe ukhuliswa 
ngumama wakhe eyi1 and uyi1 kokwabo and the influence yo nangwane 
and the cousins I’m sure their female figure endlini the male figure is not 
dominant.  
134 R How do you personal handle the situation where learners with same-sex 
sexuality are being discriminated against? 
135 P3 I accept the situation, I motivate him/her but sometimes I do ask them 
question uze afikele apha what happened but privately and I won’t tell 
anyone. Nam I don’t understand why abantwana besenza these things 
136 R What is the role of the curriculum regarding same sexuality? 
 
137 P3 There is hazi ndiyilibele mara they are being regarded ukuthi they must be 
treated equally. I think Life orientation talk about them and their rights  
138 R Please reflect on your experiences as part of the School-Based Support 
Team or supportive structures in your school when it comes to learners with 
same-sex sexuality 
 
139 P3 They are being treated positive siyababiza, siyabathuma, siyancokola 
nabo. We are free to talk to them asibabonosi lento ukuthi marn different 
and most yabantwana ababa affected yilento is the boys few 
amantombazana. Maybe amantombazana ayazifihla. 
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140 R What do you think you as members of SBSTs need to ensure that you 
support and positively respond to homophobic violence that learners with 
same-sex sexual orientation are face with? 
141 P3 Uyabona our traditional and believes have big impact about what we 
believe in as old teachers and how were were raised at home. I believe we 
need to differentiate between what we believe in and what is expected of 
us when dealing with learners’ diversity. More especially towards sensitivity 
of sexuality. 
142 R That lead us to the end of our interview Mam. Is there anything you would 
like to ask 
143 P3 Yes, are you happy with the answers I gave you 
144 R Yes Mam, I am very happy thank you a lot to give me this opportunity to 
conduct my research. Your time and energy are highly appreciated Mam 
145 P3 I am happy if you are happy and I wish you well 
146 R I am humbled by your words, thanks once more mam 
147 P3 You are welcome mntanam  
 
 
